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THE RELATIONSHIP BETWEEN COURSE OUTCOMES
AND THE FACTORS OF RETENTION AS
DETERMINED BY WEBB’S MODEL
OF STUDENT PERSISTENCE
Jan K. Fields, Ed. D.
Western Michigan University, 1997
This study looked at the differences in various factors of college
retention for students who successfully completed all courses in a
particular semester as compared to students who did not successfully
complete at least one course during that same semester. The college
retention factors were taken from Webb's (1988) Model of Student
Retention and were assessed through the use of student records and
two survey instruments developed by Noel/Levitz (Schreiner & Juillerat,
1994; Stratil, 1988).
The study was conducted at Muskegon Community College during
the 1995 Fall Semester using four groups of students: (1) students en
rolled in high success vocational programs, (2) students enrolled in low
success vocational programs, (3) vocational students classified as spe
cial population students, and (4) vocational students classified as non
special population students.
A survey designed to assess student-related retention factors was
administered near the beginning of the semester, while a survey
designed to assess institution-related retention factors was administered
near the end of the semester. Once data were collected, analysis
consisted of computing and comparing mean scale scores or proportions
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of all retention factors between successful students and unsuccessful
students in each of the four study groups. A retention factor was
associated with a positive course outcome if its score was higher for
successful students than for unsuccessful students.
The findings of the study revealed that successful students in
both the high success study group and the nonspecial population study
group were associated with retention factors representing institutional
fit. Since this is predicted by Webb's (1988) model, these two study
groups best fit this model. Successful students in the low success study
group were associated with retention factors representing institutional fit
and academic preparation, while successful students in the special
population study group were associated with retention factors represent
ing academic preparation and external environment. The analysis of
these last two study groups was not predicted by Webb's model, but
were found to be consistent with the criteria by which these groups
were formed.
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CHAPTER I
THE PROBLEM
Statement of the Problem
Problem Statement
The problem to be addressed by this study is the role of college
retention factors in course outcomes for students enrolled in vocational
programs. The role of retention factors in determining the likelihood of
staying in college has been studied extensively. However, no studies
have looked specifically at the role they play in determining whether or
not a student completes all courses in a particular semester. Such a
study should help college administrators understand the dynamics behind
course completion. It would also help determine which interventions
should be made for those students who have difficulties completing
courses. Therefore, the problem to be addressed by this study is as
follows:
How do vocational students with different course outcomes
compare on established college retention factors?
The dependent variable in this problem is the type of course
outcome. This variable is operationally defined as whether or not the
student earned at least a C grade in all courses taken during the Fall
Semester of 1995. During that semester, students enrolled in vocational
programs at Muskegon Community College (MCC) were monitored while
1
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they were taking various courses. At the end of the semester, the sub
jects were assessed according to course outcomes.
The independent variables in the problem statement are the fac
tors of retention. These factors are derived from Webb’s (1988) model
of student persistence. These factors are described and defined in the
literature review chapter of this dissertation. The factors are assessed
through the use of two survey instruments developed by Noel/Levitz
Centers, Inc. (1993) and via student records. Validation of the results
has been accomplished with the use of interviews of MCC staff person
nel and instructors after the semester was completed.
The design of the study is set up to look at the difference
between retention scores for each of four study groups. If successful
subjects had significantly higher scores for a particular retention factor
than unsuccessful subjects, it was concluded that this particular reten
tion factor may play a significant role in determining the successful
course outcome for those subjects. However, if unsuccessful subjects
had equal or higher scores for a particular retention factor compared
with the successful subjects, it was concluded that this particular reten
tion factor may not play a significant role in determining the successful
course outcome for that group. For example, one retention factor is the
student's study habits. If the scores that represent that factor were
significantly higher for successful subjects in one of the four study
groups, it was concluded that good study habits may have contributed
to successful course outcomes for that particular type of student. Given
that information, the institution may then refocus its efforts to build and
strengthen the study habits of those types of students.
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Definition of Terms
Course outcome (successful): This refers to the attainment of at
least a C grade in all courses taken during the 1995 Fall Semester.
Course outcome (unsuccessful): This refers to the failure to attain
a C grade in at least one course taken during the 1995 Fall Semester.
Retention factors: A retention factor is either a student-related or
an institution-related characteristic that is thought to affect a student's
ability to stay in college. The factors listed in Table 1 have been identi
fied by two survey instruments designed by Noel/Levitz (Schreiner &
Juillerat, 1994; Stratil, 1988).
Vocational students: These are students who are following a
curriculum that is designed to prepare them for a particular occupation or
vocation. A list of the vocational programs offered at MCC is given in
Table 2.
Conceptual Framework
According to Tinto (1987), there are two basic types of student
departure from college. Institutional departure is the departure of stu
dents from individual institutions of higher education. System departure
is the departure from the wider higher education system.
The specific problem to which this study is directed is the problem
of unsuccessful course outcomes, which often precedes either institu
tional student departure or system student departure (Bean, 1986; Tinto,
1975). Factors of college retention were used to explore the problem of
unsuccessful course outcomes. For the purpose of this study, there are
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Table 1
List of Retention Factors Identified by Noel/Levitz
Survey Instruments
College Student Inventory

Student Satisfaction Inventory

Intellectual interests

Academic advising

Academic confidence

Campus climate

Attitude toward educators

Campus support services

Self-reliance

Concern for the individual

Sociability

Instructional effectiveness

Leadership

Recruitment and financial aid

Ease of transition

Registration effectiveness

Openness

Responsiveness to diverse pops

Desire to finish college

Safety and security

Family support

Service and excellence

Sense of financial security

Student centeredness

Initial impression
Receptivity to academic assistance
Receptivity to career counseling
Receptivity to social enrichment
Receptivity to personal counseling
Study habits
Career planning
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Table 2
Vocational Programs Offered at Muskegon Community College
Vocational programs

Vocational programs

Accounting

Marketing

Automotive technology

Cast metals

Drafting technology

Electronics

Nursing (LPN and RN)

Administrative secretary

Respiratory therapy

Industrial technology

Welding technology

Medical secretary

Child care paraprofessional

Data processing

Graphic production tech

Legal secretary

Machining

two course outcomes categories: successful course outcome (an earned
grade of C or better in all courses taken during a semester) and unsuc
cessful course outcome (at least one course taken without earning at
least a C grade).
There are two types of college retention factors as determined by
the interactional model of student persistence (Bean & Metzner, 1985;
Tinto, 1975): student-related factors and institution-related factors. The
student-related factors that are assessed by Noel/Levitz instruments
(Stratil, 1988) include academic motivation, social motivation, general
coping skills, receptivity to support services, and initial impression. The
institution-related factors that are assessed by Noel/Levitz instruments
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(Schreiner & Juillerat, 1994) include academic advising, campus climate,
campus support services, concern for the student, instructional effec
tiveness, recruitment and financial aid, registration effectiveness, re
sponsiveness to diverse populations, safety and security, service excel
lence, and student centeredness. The impact that each of these factors
has upon student retention has been shown to be significant in past
attrition research (Pantages & Creedon, 1978; Raimst, 1981; Tinto,
1975).
Other factors that are considered in this study include age, sex,
race/ethnicity, placement scores for reading and writing, day/evening
status, full-time/part-time status, current grade point average (GPA), and
hours/week employment. These factors have been taken from an inter
actional model of student departure proposed by Webb (1988).
Objectives of the Study
The purpose of this study was to look specifically at the role of
college retention factors in course outcomes. By doing so, it is hoped
that knowledge can be obtained which would have a direct effect upon
the policies of this particular community college and other colleges with
similar situations.
For example, if it is discovered that unsuccessful students in low
success vocational programs have a lower retention score for instruction
effectiveness, it may require a closer look at the methods of instruction
used in those courses which are specific to low success vocational
programs. If it is discovered that the same group of students also have a
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lower retention score for academic motivation than the successful
course outcome group, it may suggest a need to closely examine applic
ants into the programs and perhaps alter recruitment strategies. If a
specific study group is possibly affected by general coping skills, those
students may be targeted by student services for proactive counseling or
mandated developmental courses.
The inception of the study arose in part due to a mandate from
the Michigan Department of Education (MDE, 1994) to assess the rate
of course completion for students enrolled in vocational programs. Once
it was determined that some vocational programs had higher rates of
completion (defined as earning at least a C grade in each course) than
other programs, the MDE mandated that all institutions with vocational
programs must look for why the problem existed.
Most studies have been conducted to determine the degree of
attrition present in institutions of higher learning, what the factors of
retention are, and what solutions may be effective in reducing attrition.
No studies have been conducted to determine which retention factors
are primarily involved in determining course outcome given the condi
tions presented by this study. The purpose of this study, therefore, is to
provide added knowledge to the field of attrition studies which is relev
ant to policy making in the community college.
The purpose of this study was not to search for a magical cure to
the problem of student departure. In fact, most researchers maintain that
retention efforts should consist simply of improving educational experi
ences for students. As stated by Tinto (1986):
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The secret of successful retention programs is no secret at
all, but a reaffirmation of some of the important foundations
of higher education. There is no great secret to successful
retention programs, no mystery which requires unraveling. In
short, retention is no more than, but certainly no less than,
successful education, (p. 370)
As described in the literature review chapter of this dissertation,
there have been numerous studies conducted over many years on the
issue of retention and academic success. As a result of these studies,
there have been several factors of retention that have been described.
However, single causal factors of student retention are difficult to ascer
tain (Crockett, 1995). Therefore, this study will not claim to show that a
particular factor is the primary determinant.
Instead, it will provide a description of those students who find it
difficult to complete a course in specific situations and perhaps provide
enough information to propose and enact a particular solution. There
have also been numerous studies that have looked at various proposed
solutions to the problem of attrition (Astin, 1975; Astin, Korn, & Green,
1987; Baird, 1993; Beal & Noel, 1980; Catalano & Eddy, 1990). Most
of these solutions have had varying degrees of success but none have
provided the "magic bullet" to kill the problem of attrition altogether.
One problem is determining whether or not a solution is institu
tion-specific. Tinto (1987) recognized this problem by stating:
Despite having acquired information from a variety of suc
cessful programs, we have yet to distinguish those attributes
of successful programs that are institution-specific from
those which are essential to the success of all types of
retention efforts. Though we have a sense of what sorts of
actions seem to work, we are not yet able to tell administra
tors how and why different actions work on different
campuses for different types of students, (pp. 3-4)
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Therefore, the purpose of this study is also to provide information
that applies to a specific type of institution using specific retention activ
ities on specific types of students. Gaining more information regarding
the understanding of persistence and withdrawal in specific situations
may help validate current retention theories and models that have been
designed to organize retention efforts and select appropriate strategies.
Finally, the purpose of this study is to view data on retention from
several different perspectives. These include the effect of being in a
special population or being enrolled in a low success vocational program.
Both of these issues, the plight of the special population student and the
health of vocational education, are of utmost concern to both the MDE
and the community colleges around the state. It is hoped that these
perspectives

will

help

address

these

issues

and

bring

greater

understanding to the concept of retention.
Importance of the Study
Stodt and Klepper (1987) stated that colleges and universities
today should have three major goals that are consistent and mutually
reinforcing: quality education, student development, and retention of
students.
Quality education is defined as a college experience that yields
greater intellectual and interpersonal competence, increased tolerance for
racial and cultural differences, and greater satisfaction in career, mar
riage, and life-style (Chickering, 1974). The factors that produce these
outcomes are congruent with those that promote student retention. For
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example, the power of student friendships and a caring attitude by the
faculty and staff were indicated in research long ago (Chickering, 1974).
Policies, programs, and practices that facilitate student develop
ment are consistent with those policies and practices that promote
persistence in college. It has been demonstrated that identity issues,
career choices, interpersonal competence, and values formation affect a
student's decision to complete college.
It is evident then that the importance of a study that addresses
the problem of attrition is inseparable from the importance of delivering
quality education and insuring a wholesome student development. Any
honest and effective effort to increase the knowledge base of college
attrition, the factors that cause it, and the solutions that have been
suggested, would readily be accepted as being both significant and
useful in our understanding of education.
So far little attention has been paid to the fiscal damage, both to
the institution and to the individual student, of colleges' recruiting and
enrolling students and then failing to supply the kinds of academic and
social support that would enable them to maintain attendance. As stated
by Stodt and Klepper (1987), "the cost of failed aspirations and efforts
for students who drop out represents formidable human waste" (p. 33).
Despite the lack of a grasp upon the quantitative effects of attrition, it is
evident that efforts made to bring it under control will have primarily a
positive effect upon at-risk individuals and the (currently) at-risk society.
This study looks at various factors that may affect retention in a
particular situation—that of a community college setting. It studies
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factors that may influence course outcomes. It also examines particular
types of population or being in a particular vocational program with
regard to retention factors. This study provides knowledge that will
assist with policy making to increase the effectiveness of the school*s
retention efforts.
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CHAPTER II
REVIEW OF RELATED LITERATURE
As stated in the previous chapter, the purpose of this study was
to look specifically at the role of college retention factors in course
outcomes. In addition, this study provides information that applies to a
specific type of institution using specific retention activities on specific
types of students. Finally, this study views data on retention from
several different perspectives. The role of this literature review is to
provide a chronological examination of the progress of retention re
search, which reveals that studies on course outcomes and on situations
addressed by this study are lacking. It also reviews the determination of
relevant factors of attrition and thereby supports the measurement of
specific factors by the survey instruments employed in this study. Final
ly, it explores the various theories of student departure and provides a
conceptual framework upon which this study is based.
Historical Background
Since the founding of Harvard in 1636, institutions of higher
education have been confronted with the dilemma of students withdraw
ing from college, either voluntarily or because of influence from the
administration. The school dropout problem is not a new phenomenon. It
is probably just one day, or perhaps just several hours, younger than the
schools themselves. A paper entitled "The Early Withdrawal of Pupils
12
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From School: Its Causes and Remedies" (as cited in Schreiber, 1968)
was presented to the annual convention of the National Education
Association as early as 1872.
Early studies on retention (before World War II) were largely de
scriptive. It was discovered that commuters, students with lower ap
titudes, and students from small towns tended not to complete college.
Then, after World War II, the emphasis in retention research shifted to
prediction. For example, if given commuting, certain scholastic scores,
and town size, what was the likelihood of completion? In the late 1950s,
attention shifted to the "fit" between student and institution. In the
1960s, attention shifted to typologies of student dropouts and to the
experiences students were having while in attendance (Beal & Noel,
1980).
The first comprehensive reviews of research on attrition were
written by Knoell in 1960 and Summerskill in 1962. By that point, re
search on college dropouts had a history of at least 40 years.
Knoell (1960) focused on the methodology of past research on
attrition, noting that there had been roughly four major types of research
conducted on attrition: (1) the census study, which served primarily to
establish baseline data for particular institutions; (2) the autopsy study,
which attempted to identify the reasons for attrition by questioning
students at the time they withdrew; (3) the case study approach, often
used by administrators who were concerned with decisions about partic
ular types of students, rather than general research; and (4) prediction,
in which admission variables were related to success and failure in col
lege. Knoell commented on the lack of experimentation with action
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research programs to reduce the incidence of attrition, as well as the
need for analysis of institutional characteristics which might affect attri
tion.
Summerskill (1962) reviewed research on the various, factors
which are usually associated with attrition, as well as studies producing
attrition rates. Academic factors, for example, high school preparation
and performance in college; motivation, including both lack of it and
changes or conflict in it; and finances, emerged most clearly from the
literature as important determinants of attrition. However, evidence
concerning the role of social factors such as socioeconomic variables
and personal-social adjustment were still inconclusive. In a summary
statement concerning directions for future research, Summerskill empha
sized the need for basic research on student motivation in specified
college environments.
In the summer of 1964, a research conference on college drop
outs was held with support from the U.S. Office of Education. The
conference exhibited concerns which had been underrepresented in the
research literature (Montgomery, 1964). Among them were the effects
of changes in institutional policies and procedures on attrition rates,
techniques for the early identification of. potential dropouts, programs for
reducing attrition in certain subgroups of students, and the need for
post-dropout study and action programs. One of the major recommenda
tions for research which emerged from the conference was that a new
national census-type study be undertaken, similar to a previous study by
Iffert (1957).
Iffert (1957) conducted a nationwide census study to determine
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the nature and extent of attrition in America. This study was based upon
a sample of 13,700 students followed for 4 years. The only other
nationwide study conducted before that time was a study conducted by
McNeely in 1938. Iffert's study had served as a benchmark up until the
time of the conference on attrition research in 1964. It was determined
that Iffert's study provided normative data on attrition and could be used
for comparison with rates obtained in new census studies. It was also
determined that new census studies would provide extensive material
relating to student characteristics, reasons for going to college, financial
resources, ratings of college facilities and services, and extracurricular
activities and interests.
The recommendation to undertake national census studies to
determine national norms has been followed in a variety of formats. One
such format is the Cooperative Institutional Research Program (CIRP)
sponsored by the University of California in Los Angeles (Astin et al.,
1987). The CIRP is the nation's largest and oldest continuing empirical
study of higher education. Each year some 275,000 students at over
550 colleges participate in the annual freshman survey; another 8 ,0 0 0
students participate in the annual CIRP follow-up surveys. Based upon
this ongoing study, CIRP periodically develops new national norms for
persistence and degree completion, based upon the experience of first
time, full-time freshmen who enter college at a specific time.
Currently, many (if not most) institutions attempt to track an array
of attrition data, ranging from cohort survival rates (what percentage of
the entering class in a given year actually complete degrees over what
period of time), annual return rates (the percentage of enrolled students
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who return to campus the following year), and even internal migration
data (the enrollment patterns and preferences for majors of students
who switch majors while still enrolled in the college). The problem for
many campuses is once they have these data they do not have compara
tive data to assess their own performance. That is, they do not know if
their retention rate is high or low for similar types of institutions. The
purpose of studies such as the CIRP is to provide such normative data. It
is for this reason that the recommendation for the determination of
national norms was originally made.
However, it was not until the 1970s that serious consideration
was given to the institutions themselves. Before that point, the dominant
assumption was that there was something wrong with the raw material
(i.e., the student) when a degree was not in hand in 4 years. Only by the
1970s did studies clearly begin to focus on the quality of faculty-student
interaction, the types of degree programs available, the adequacy of
student residences, the mix of financial aid, and so on. The emphasis
had shifted to improving the quality of higher education in order to retain
the confidence of students (Beal & Noel, 1980).
In 1975, three publications provided new directions in the re
search of attrition of college students. The authors were Astin (Prevent
ing Students From Dropping Out). Cope and Hannah (Revolving College
Doors: The Causes and Conseguences of Dropping Out. Stopping Out,
and Transferring), and Tinto ("Dropout From Higher Education: A Theo
retical Synthesis of Recent Research").
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17
Astin's Contribution
Astin (1975) stated that although dropping out of college had
been a much-researched topic, the research had not clearly revealed
which factors influence students to leave college or how those factors
might be controlled. He stated that up to that point most published
research was limited in scope and inadequate in design. The principal
deficiencies were the lack of a longitudinal design and the use of only
one or a limited number of institutions. Longitudinal data result from
repeated assessment of the same students at several points in time.
Such data make it possible to compare the environmental experiences of
dropouts and persisters and to control for initial differences among
students when they first enter college. By including a variety of institu
tions, the investigator can examine the possible impact of institutional
characteristics, such as type, size, and so forth.
The data from Astin's (1975) study were both longitudinal and
multi-institutional.

Research subjects,

selected from

1968

entering

freshmen, were surveyed initially in Fall 1968 and followed up 4 years
later in the Summer and Fall Semesters of 1972. These students were
selected from a representative national sample of 358 students from 2and 4-year colleges and universities. The original freshman sample in
cluded 243,156 students. Because of budgetary limitations, Astin
randomly selected 300 students from each institution for a follow-up of
approximately 101,000 students in 1972. Of the questionnaires returned
in 1972, 4 1 ,356 were properly completed and used in the longitudinal
study.
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The

initial

questionnaire

was

used

to

gather

background

information such as age, gender, and race as well as answers to ques
tions concerning career plans, study habits, life goals, daily activities,
reasons for choosing the college, and sources of financial aid. The fol
low-up questionnaire contained questions about the students' education
al progress, number of years of undergraduate attendance, degrees
earned, current degree plans, and year-by-year record of enrollment
status.
According to this study, the most important entering factors for
college persistence were the student's high school grades, degree aspira
tions, and religious background. Students with good grades, plans for
postgraduate degrees, and Jewish religious preference had the best
chance of finishing college. Those with poor grades, plans for baccalaur
eate or other degree, and no religious preference had the poorest chance
of finishing college.
The entering factors next in importance for staying in college were
having good study habits, having high expectations about academic
performance in college, having highly educated parents, and being mar
ried (for men) or single (for women). Other entering characteristics that
added significantly to college persistence were high scores on college
admissions tests, being Oriental, being a nonsmoker, and growing up in
a moderate-size city or town.
After these entering characteristics were taken into account, the
student's chances of finishing college were improved by a number of
experiential factors. By far the most important of these was getting good
grades in college. Next in importance was staying single (for women)
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and not having children (both sexes), living in a college dormitory rather
than at home, and having a part-time job (full-time jobs were very detri
mental). Being supported by one's family helped, as did having a scholar
ship or grant. But loans added little help, and even, for men, reduced
chances of finishing college. Students who transferred from one 4-year
college to another also had somewhat reduced persistence chances.
When the student's entering factors, place of residence, financial
aid, and work status were taken into account, the college attended still
exerted an influence. Chances were maximized by attending a private
university in any region or a public 4-year college in the northeastern or
southern states, and they were minimized by attending a public 2-year
college. Chances were also improved by attendance at a moderately
selective college or a religiously affiliated college.
The degree of fit between the student and the college also affect
ed persistence. Basically, students' chances were improved if their
backgrounds were similar to those of other students. Students persisted
better at religious colleges if their own religious backgrounds were simi
lar; Blacks persisted better at Black colleges than at White colleges; and
students from small towns persisted better in small colleges. However,
students did not necessarily persist better if they attended colleges with
students of similar ability.
One of Astin's (1975) findings was that the type of college
attended exerted an influence on the retention of the student. If this is
indeed true, then it would be helpful to look at the problem of attrition
from the perspective of several different types of colleges. One of the
assumptions under which this study operated was that being in a
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specific type of institution and examining the success of specific types
of students would add useful knowledge to the body of literature on
college attrition. Astin's work has influenced the design of this study by
indicating it would be worthwhile to look specifically at vocational
education students in a small community college.
Cope and Hannah's Contribution
The publication by Cope and Hannah (1975) represented a review
of literature, including their own, of the problem of attrition. Based upon
this review, they provided a series of conclusions.
The first set of conclusions concerned the rates of dropping out,
who drops out, and from what kinds of institutions were students drop
ping out:
1.

The withdrawal rate had been high over the last 50 years of

attrition research and changed little over time.
2.

Attrition for men and women occurred in equal proportions

but for different reasons: men because of matters related to com
petence, adequacy, and identify searching; women because of matters
related to intellectual-aesthetic and social dimensions (such as marriage).
3.

The attrition rate varied considerably among different institu

tions of higher learning. The prestigious private universities and colleges
experienced little attrition over 4 years, while state colleges and com
munity colleges had most of their students withdraw prior to completion
of any degree.
4.

The primary factor in persistence was the student's "fit’' with

the college. Colleges were more likely to retain the student who chose
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the institution because of its clear image values and programs.
The second set of conclusions concerned why students withdraw
and what happens to the dropout:
1.

Quantitative data are inadequate indicators of why a student

withdraws since such research considers a limited number of variables.
The reasons of withdrawal are usually complex, overlapping, and often
have nothing to do with the student. This conclusion led to the decision
to use interviews of Muskegon Community College (MCC) staff person
nel and instructors to complement the findings from the quantitative
methods used in this study.
2.

There is no dropout personality, only individual personalities

interacting with different campus environments at various times in their
mutual and changing lives.
3.

The effects of dropping out are often positive and may in

dicate that there may be good reasons to encourage more students to at
least stop out, if not drop out.
The major conclusion by Cope and Hannah (1975) was that drop
ping out is not the problem, but rather a symptom of other conditions.
Their basic premise was that the conditions associated with attrition will
be eased when students are free to learn in new ways, in different set
tings, and in varying time periods. They made the interesting point that
for nearly three centuries American higher education followed a system
inherited from England in which every student took the prescribed cur
riculum which was taught in a similar sequence with the same group in
4 years. Thus, current practices in colleges and universities are largely
based on the premise that students are there full time for 4 years. The
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researchers felt that such a situation was no longer true in 1975 and
would be even less true by the turn of the century.
The recommendations made by Cope and Hannah (1975) were
largely based upon the conclusions above. These recommendations
included:
1.

Colleges must make it easier to enter and exit, and at least

facilitate, if not encourage, stopping out.
2.

Colleges must move farther away from the concept of the 2-

year and 4-year degree by making continuous registration unnecessary,
thus making it easier to take a leave of absence.
3.

Since the values of an individual related to the particular insti

tutional values are one of the primary determinants of persistence, it is
important that institutions clarify their values in the minds of entering
students.
4.

Colleges should place more admissions emphasis on "whole

person" indicators of accomplishment (creative writing, hobbies, goals in
life, etc.) and less on test scores and grades.
In part, the work of Cope and Hannah (1975) contributed to the
design of this study by supporting the use of interviews to complement
the quantitative data gathered by the .survey instruments. It also cau
tions the reader of any subsequent study on attrition, including the study
addressed by this dissertation, that findings of these studies probably
indicate superficial problems. In other words, changing policies or im
proving learning methods based upon these findings may or may not
eliminate the problem of attrition.
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23
Tinto's Contribution
In 1975, Tinto stated that the failure of past research to find the
solution to the problem of attrition could be traced to two major short
comings: inadequate attention to the questions of definition and inade
quate attention to the development of models that seek to explain the
phenomenon of attrition.
With regard to the former shortcoming, there is a tendency to
lump together all forms of leaving behavior that are very different from
each other. For example, failure to distinguish between academic failure
and voluntary withdrawal had led to contradictory findings that indicate
ability to be inversely related to dropout, unrelated to dropout, and
directly related to dropout.
With regard to the latter shortcoming, there was a lack of atten
tion given to longitudinal models. With the exception of a few studies,
Spady (1970) and Rootman (1972), for example, most studies had been
limited to descriptive statements of how various individual institutional
characteristics relate to attrition. Knowing how a student's measured
ability or his social status relates to the probability of dropping out does
not mean knowing how these attributes affect the process of dropping
out. While the former simply required comparing dropout rates with
specific attributes, the latter required the development of a theoretical
longitudinal model that linked individual and institutional characteristics
to the process of dropping out from college.
Tinto's (1975) synthesis of recent research first examined those
characteristics of individuals that appeared to be related to their
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persistence in college, then the characteristics associated with the indi
vidual's interaction within the college setting, and finally the characteris
tics of institutions of higher education that have also been associated
with dropout from college. In completing this synthesis, Tinto produced
an interactive model of student departure which described and explained
the longitudinal process by which individuals come to leave college. This
model is discussed in greater detail later in this chapter.
Besides the development of a longitudinal model, Tinto (1975)
also distinguished between the varying types of dropout behaviors,
especially between academic dismissal and voluntary withdrawal.
Tinto (1975) stated that academic dismissal was most closely
associated with grade performance. In other words, grade performance
was the strongest predictor of whether or not a student would be
academically dismissed. He also stated that those who were eventually
academically dismissed were either lacking in social and intellectual
development or were socially integrated to the extreme (and therefore
not able to complete the school work). Finally, Tinto found that the
social backgrounds of those who were academically dismissed tended to
be from a lower class than those who were not academically dismissed.
On the other hand, those students who voluntarily withdrew
tended to be significantly different from those students who were
academically dismissed. Most of these students were likely to be social
isolates regarding the intellectual norms of the institution. However, this
seemed to be less of a problem in larger institutions where there are
more student and faculty subcultures with which to identify. Also,
students who voluntarily withdrew tended to have higher grades and
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intellectual development than the average persister in school. Tinto
(1975) suggested that the schools could perhaps not meet the needs of
the most creative and challenging of their students. Finally, he stated
that students who voluntarily withdrew either had low goal commitment
or found that the reward system of the school to be insufficient.
The two survey instruments (Schreiner & Juillerat, 1994; Stratil,
1988) used in this current study are based heavily on this work by Tinto
(1975). This is especially evident in the emphasis of one instrument on
student-related

retention

factors

(College

Student

Inventory

[CSI]

instrument) and the emphasis on the other instrument on institutionrelated retention factors (Student Satisfaction Inventory [SSI] instru
ment). The assumption upon which these instruments were designed is
that retention is not only influenced by the preparation of students
before entering college, but also (and perhaps more importantly) in
fluenced by the interaction between students and the school in which
they are enrolled. The results of the study discussed by this dissertation
seem to bear out the importance of the interaction between the student
and the institution, as predicted by Tinto (1975).
Factors of Attrition
By the beginning of the 1980s, attrition research had determined
which factors were most responsible for the departure of students from
college. The two survey instruments used in the study are based upon
the research completed up to this point. Two research papers in particu
lar began to lay the groundwork for selecting which factors would be
assessed by these instruments. A review of attrition research by
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Pantages and Creedon (1978) provided the necessary information for
determining which student-related factors lead to attrition, while Beal
and Noel (1980) discussed institution-related factors.
Pantaaes and Creedon's Factors and Recommendations
After 1975, the next significant publication regarding college attri
tion was another review of the studies of college attrition from 1950 to
1975 by Pantages and Creedon (1978). These authors discovered that
the most meaningful research on attrition is usually provided by studies
that cover a period of more than 4 years and use precise operational
definitions of dropout and nondropout. They recommended the use of a
system of classification that would distinguish between those who
graduate in 4 years, at the same institution, those who drop out and
later re-enroll (at the same or at a different institution) and graduate, and
those who are permanent dropouts. This system of classification is
especially useful when a longitudinal design is employed that can distin
guish between students who take more than 4 years to receive their
degree and students who drop out but later re-enroll. According to
Pantages and Creedon, the classification of students as those who
graduate in 4 years and those who do not, combined with ex post facto
methodologies in attrition research, had obscured many important details
of student withdrawal and had inflated estimates of attrition rates.
These authors reported that although research on the various
factors of attrition had been extensive, it had generated equivocal re
sults. Their review showed that age and sex are not crucial variables,
although sex can be a significant factor for individual colleges. Also, the
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level of parental education did not appear to be a primary factor in attri
tion and neither did the size of the student's home town or its distance
away from college. High school size may be significant only for the
extremely small high schools. The significance of public versus private
high school education was unclear, but it did not appear to be an im
portant factor in determining attrition (Pantages & Creedon, 1978).
Academic factors were found to be the most significant single
predictors of attrition. High school grade point average (GPA), high
school rank in class (which is based on GPA), and scholastic aptitude
measures were found to be the best predictors of attrition. Once a
student enrolled in college, first semester grades were an accurate pre
dictor of attrition when grades were low. Study habits, while probably
not a powerful predictor of attrition, did seem to play a role in determin
ing the likelihood of persistence.
According to Pantages and Creedon (1978), research on motiva
tional factors and personality characteristics had been seriously ham
pered by the lack of accurate assessment techniques. For this reason,
the importance of motivational level, commitment, strong goals, and
personality as predictor variables were unclear.
The role of financial factors was.also somewhat confusing at this
point. Even though students consistently ranked finances high in their
reasons for dropping out, research indicated that this was not the prim
ary reason that prompted students to drop out. It was determined that
withdrawing for financial reasons is usually only temporary and that the
student eventually re-enrolls in college. The reviewers also found that
receiving financial aid appeared to be a significant factor in persisting in

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

college. While the relationship was still unclear, its importance seemed
to be more a function of its psychological impact rather than its econom
ic benefits. Such research suggested the importance of reevaluating the
financial aid programs at each college, with a view to offering smaller
grants to more students (Pantages & Creedon, 1978).
According to Pantages and Creedon (1978), one of the best
theoretical frameworks for understanding the causes of attrition was the
"college fit" model (or needs/press model). This theory states that the
student brings to the college certain skills, attitudes, and expectations
and that the college demands certain skills and attitudes before it will
reward the student (e.g., with passing grades or a degree). The extent to
which the student can meet the demands of the college and derive satis
faction from doing so is the degree to which the student may be expect
ed to persist at the college. According to the reviewers, the development
of college environmental assessment techniques has provided a means
of supporting this theory with empirical evidence, and has greatly
enhanced the usefulness of this theory. However, the application of this
technique seems more suited to preventative measures than to predictive
uses (Pantages & Creedon, 1978).
Therefore, the authors recommended that colleges shift their
attention from prediction to the prevention of attrition. They stated that
colleges must design and implement effective intervention programs if
they hope to minimize the attrition potential of their students. Such
programs might include the following:
1.

Admissions officers should determine the potential of new

students for persistence.
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2. Efforts to reduce attrition should be focused (although not
exclusively) on freshmen.
3. More comprehensive orientation programs scheduled at criti
cal points throughout the year and directed at attitudinal and motivation
al variables should be given.
4. College counseling services should be better publicized to
students, parents, and faculty.
5. More of the personnel resources of the college need to be
invested in vocational counseling and job development.
6. Counseling on study habits is also likely to contribute to
student persistence in colleges.
7. Financial aid should be modified to provide grants, even if in
smaller amounts, to more students.
8. Use college environment assessment devices more often to
identify causes of student dissatisfaction.
9. Residential colleges should encourage experimental modifica
tions of the dormitory environment.
10.

New ways need to be devised to maximize faculty-student

interaction, especially for freshmen and transfer students.
11.

Exit interviews and follow-up questionnaires for those stu

dents who withdraw from the college should be mandatory.
Beal and Noel's Factors and Recommendations
In 1980, a joint project of the American College Testing Program
and the National Center for Higher Education Management Systems
called What Works in Student Retention. The report on this project was
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written by Beal and Noel (1980). In the foreword of the report, Cope
claimed that the report was important for three reasons. First, it shifted
the focus of 50 years of research from the negative to the positive-from
why students leave college to how they can be encouraged to stay, from
attrition to retention. Second, it shifted the focus from fixed variables
such as demographics, high school GPA, and level of intelligence to
variables which the college can do something about: orientation pro
grams, counseling, financial aid, adequate information, and so on. And
finally, it suggested a broad range of actions that could, with retention
as the focal point, have a broad impact on institutional quality (Beal &
Noel, 1980).
According to Beal and Noel (1980), each institution is unique and
calls for unique measures when it comes to promoting retention. They
stated that it is important to remember that retention problems can seem
more complex than they really are. Retention efforts should not even
attempt to achieve 100% success. There are many sound and valid
reasons why individual students should transfer, interrupt their formal
education for a period of time, or pursue other goals better suited to
their needs and interests. Colleges can assist these students to leave on
the basis of better information and thereby increase their awareness of
available alternatives. Attempts to retain all such students at any cost
would be misguided (Beal & Noel, 1980).
The report by Beal and Noel (1980) provided specific activities and
programs by which retention can be improved in a college. These actions
were determined by the joint project to be the most effective means for
increasing the retention of students. The many forms of action that
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could be undertaken fall under three general areas of concern as extrapo
lated from the study.
1.

Academic stimulation and assistance is the focal point around

which the college revolves and must therefore receive primary emphasis.
This area would include efforts to improve teaching competence and
performance, enhance advising, and support the learning efforts of the
student.
2.

Personal future building emphasizes the identification and

clarification of student goals and directions. The ultimate thrust of these
actions involves assisting students in clarifying their personal needs and
interests and learning how the college experience can contribute to their
development. This area would include career planning, academic plan
ning, and personal problem resolution assistance.
3.

Student involvement had been identified as being an import

ant retention variable, but research had not identified which areas would
be productive. Some suggestions produced by this study were to en
courage student involvement with faculty outside the classroom, with
hands-on learning experiences, with activities and events, with peer
associations, with policy-making and planning future directions of the
college, and with on-campus employment.
It is beyond the scope of this literature review to reproduce all of
the recommendations provided by the project about which this report
was written. The purpose of the project was to compile and analyze a
comprehensive catalog of successful intervention strategies that were
being used by colleges at that time. The project was undertaken on the
premise that higher education has an adequate library of research on
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factors and indicators related to retention, but inadequate information
about successful strategies for changing the statistical picture. Another
premise upon which this project was based was that improved institu
tional services can lead to improved student retention. The information
compiled by the project was presented so that it may be adapted to local
conditions in order to make a positive impact on student retention, and
not be uncritically adopted on every campus.
Individual Roots of Student Departure
Tinto (1993) summarized the factors of attrition as determined by
some of the major attrition studies, including McNeely (1938), Iffert
(1957), Summerskill (1962), Spady (1970),

Skaling

(1971),

Tinto

(1975), Cope and Hannah (1975), Pantages and Creedon (1978), Raimst
(1981), Lang and Ford (1988), and Bean (1990). He divided the attrition
factors into three categories: dispositions of individuals (student factors),
character of interactional experience (institutional factors), and external
forces that affect student behavior (extraneous factors) (see Table 3).
Table 3
Tinto's Categories of Attrition Factors
Student

Institutional

Extraneous

Individual intention

Adjustment

Outside obligations

Individual commitment

Difficulty

Finances

Incongruence
Isolation
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Student factors included individual intention and individual com
mitment. Intention is represented by the educational goal that the stu
dent is pursuing. Generally speaking, the higher the goal, the greater the
likelihood of completion (Lang & Ford, 1988). However, it is important to
remember that a student's educational goal may not be meant to be ful
filled at his current institution. Many students enter an institution with
the intent to later transfer to another institution. This is especially true of
students who attend community colleges. One study showed that only
about 10% of community college students earn an associate degree
from their original institution (O'Brien, 1990). Another study showed
that about 30% of all students in both 2-year and 4-year schools indi
cated that their current college was not their first choice (Nora &
Rendon, 1990).
It is probable that most students end up using the college experi
ence to decide what to do with their future. The college experience is
one of discovery as well as of confirmation. This is okay since it is part
of the role of colleges to help students come to grips with the important
question of adult careers. The problem is that institutions tend to see
student uncertainty as a weakness instead of an opportunity. According
to Tinto (1993), uncertainty does not necessarily lead to departure. Over
a longer term, however, uncertainty does contribute to departure (Bean,
1990; Lang & Ford, 1988).
There are two types of commitment. Goal commitment refers to a
person's commitment to personal goals. Institutional commitment refers
to the person's commitment to the institution in which he is currently
enrolled. The greater the commitments, the greater the likelihood of
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retention. According to Cope and Hannah (1975), commitment to an
occupational/academic goal is the single greatest determinant of persist
ence. They also stated that academic competence and commitment
together produce the greatest likelihood of retention.
Institutional factors include adjustment, difficulty, incongruence,
and isolation. According to Tinto (1993), what happens following entry
is more important to the process of student departure than what hap
pens prior to entry. All of the institutional factors become influential in a
student's decision to persist once school has begun.
There are two sources of adjustment problems: An inability to
separate from past adjustments (such as high school life) and the realiza
tion that college academics is significantly more difficult than previous
types of learning. Past experiences help a student adjust to new experi
ences, and some personalities are more likely to adjust successfully than
others (Raimst, 1981).
In those studies that differentiated between voluntary withdrawal
from college and academic dismissal (Bean, 1990; Lang & Ford, 1988),
it was determined that the typical student dismissed for academic rea
sons was of low academic skill and had low high school grades. How
ever, academic abilities and high school grades accounted for just 12%
of variance overall between staying and leaving (Tinto, 1993). Therefore,
while adjustment to the college setting depends somewhat upon a
person's personality and past adjustment experiences, the level of diffi
culty of college work depends upon a person's academic ability and past
academic experiences. However, the effects of these factors upon
student persistence can be reduced given proper institutional policy and
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instructional techniques. Thus, these are considered to be institutional
factors. Both factors are thought to play a primary role in academic
dismissals (Tinto, 1993).
The other two institutional factors according to Tinto (1993) are
incongruence and isolation. Both factors act to inhibit integration of the
student into the academic and social world of college life. Interestingly,
less than 25% of all institutional departures take the form of academic
dismissal. Instead of reflecting academic difficulties, departures usually
mirror the degree to which an individual's social and intellectual experi
ences serve to integrate him into the social and intellectual life of the
institution (Tinto, 1993).
Incongruence is a lack of institutional fit, while isolation refers to
the absence of sufficient social and academic interactions. According to
Tinto (1993), both are distinct roots of student departure. Yet, while
incongruence may be unavoidable, isolation need not occur. This fact
has significant implications for policy makers in institutions of higher
learning. Every effort should be made to increase the amount of inter
action between the student and the social and academic world of col
lege.
Extraneous factors include obligations and finances. Of the extra
neous factors, employment seems to have the greatest negative in
fluence on attrition (Lang & Ford, 1988). Also, employment seems to
hinder the educational endeavors of women more than men (Ostrow,
Paul, Dark, & Berhman, 1986). This may be because women also have
perceived obligation of being a homemaker as well.
Finances affect persistence before entry more than after entry
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(Bean, 1990). Also, financial pressure is more likely to be tolerated by
people with greater commitment and vice-versa. In fact, it seems that
financial woes are often peripheral to the real reason for departure
(St. John, Kirshstein, & Noell, 1991). At least one researcher has con
cluded that economic shifts affect school choice more than persistence
(Stampen, 1988).
The study addressed in this dissertation uses the above conclu
sions extensively to make sense of its findings. Specifically, these con
clusions helped identify which factors might be most influential in
determining course outcomes in each of the stated hypotheses. Also,
the interpretations of the findings were guided in large part by Tinto's
(1993) conclusions.
A Need to Explain Attrition Factors
Simply listing attrition factors, either student-related or institutionrelated, is not very helpful in dealing with the problem of attrition.
According to Tinto (1987), most of the information on attrition has
neither been very effective in explaining student departure nor has it
been helpful to institutional officials who seek to retain more students on
campus. He stated that while most studies have suggested relationships
between events, they have not specified a consistent form of explana
tion which accounts for those relationships. Though these studies are
often able to describe behaviors (i.e., factors of attrition), they have
been unable to explain their occurrence (Tinto, 1987).
The next level of attrition studies began to piece together the
already voluminous amount of information gathered from previous
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studies. At this point, there was much that was not known about the
longitudinal nature and complex interplay of forces which gave rise to
attrition and retention (Tinto, 1993). There was still a tendency to ster
eotype dropouts and believe that they were somehow different from the
rest of the student population. Theories of student persistence began to
result in predictive and practical models which brought together the
various factors of attrition so that relationships between factors could be
understood.
Theories of Student Departure
Theoretical models of student departure hypothesize how multiple
factors are related to student decisions concerning whether or not to
remain in college. They are, in effect, an attempt to explain the relation
ships between attrition factors and the likelihood of student persistence.
By the mid-1980s, there were several theories of student departure in
existence. The purpose of this section is to briefly look at the general
nature of these theories and to justify the theory upon which this pro
posed study is based.
One way of distinguishing theories of student departure from one
another is by the emphasis they give to different individual and environ
mental forces in the shaping of student behavior. According to Tinto
(1987), it is possible to categorize past theories into five types: psy
chological, societal, economic, organizational, and interactional. In the
article "Theories of Student Departure Revisited," Tinto (1986) described
these five categories:
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The first, psychological, is the category of theory that, as
the name implies, emphasizes the role of individual psy
chological attributes in the departure process. The second,
third, and fourth are theories that emphasize in different
ways the impact of environmental forces on student be
havior. Organizational theories stress the influence of imme
diate organizational characteristics on student behavior,
whereas societal and economic theories look toward broader
social and economic attributes and the impact that external
social and economic forces have on the process of student
departure. The last category, interactional, is the form of
theory that sees student behavior as being influenced both
by individual attributes and by environmental forces, espe
cially those within the immediate setting of the institution in
which the students find themselves, (p. 366)
Psychological Theories
These theories, which dominated retention research in the dec
ades immediately following World War II, argue that student behavior is
primarily the reflection of student attributes. Models such as those by
Summerskill (1962), Heilbrun (1965), and Marks (1967) are examples of
psychological theories.
Typically, research of this type seeks to distinguish stayers and
leavers in terms of personal attributes that account for the different
responses of students to supposedly similar educational circumstances.
These theories state that departure is largely due to the ability or willing
ness of the individual to persist in college. More importantly, these
models see student departure as reflecting some shortcoming or weak
ness in the individual.
According to Tinto (1986), the problem with the psychological
view of student leaving is that it ignores the impact that situations can
have upon specific student behaviors. Since no "dropout personality"
has been proven to exist, it is obvious that situations must be a factor in
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the decision to leave college. In other words, these theories cannot
explain why some personality attributes appear to describe differences
among persisters and nonpersisters in some situations and not in others.
Societal Theories
These theories see educational attainment as only one part of the
broader process of social attainment. Therefore, the success or failure of
students is seen as molded by the same forces that shape social success
generally. Rather than focusing on individual dispositions, societal theo
ries look at attributes such as social status, race, institutional prestige,
and opportunity structures which describe a person's place in the hier
archy of society. Models such as those by Karabel

(1972)

and

Featherman and Hauser (1978) are examples of societal theories.
According to Tinto (1986), societal theories stress the role of
external forces in the process of student persistence, often at the
expense of institutional forces. Consequently, such theories are frequent
ly insensitive to the institution-specific character of student retention.
Economic Theories
Manski and Wise (1983), Iwai apd Churchill (1982), and Jensen
(1981) share the view that individual decisions about persistence are
similar to any economic decision that weighs costs against benefits.
Thus, retention depends upon the economic forces that determine the
cost of continued education and the benefit of having that education.
According to Tinto (1986), the problem with these theories is that
they are generally insensitive to the social forces inside and outside
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institutions that affect individual decisions regarding persistence. Also,
studies of attrition factors have shown that financial considerations are
secondary to other factors of attrition (Pantages & Creedon, 1978).
While short-term fluctuations in financial resources may lead to depar
ture, especially for those with disadvantaged backgrounds, they do not
seem to affect long-term patterns of student departure. A general theory
of student departure must account for both short-term and long-term
patterns of student departure.
Organizational Theories
Rather than focus on broad social or economic forces, these theo
ries look at the effect of the organization of higher educational institu
tions. These theories see the occurrence of student departure as reflect
ing the impact that the organization has upon the socialization and satis
faction of students. The central idea is that departure is as much a re
flection of institutional behavior as it is with individual behavior.
The main problem with these theories, according to Tinto (1987),
is that they cannot explain the patterns of student departure that arise
among the different types of students within a specific institution. These
theories implicitly assume that all leavings arise from the same sources-an assumption that is known to be incorrect.
Interactional Theories
Instructional theories have now come to dominate current views
of student leaving. These theories look at student behavior as reflecting
both individual and institutional attributes. The two cannot be separated
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and each comes to shape the interpretations that differing individuals
give to their experiences. In the final analysis, what matters is the indi
vidual's understanding of the situation and educational experience.
There are several interactional models of student persistence
which differ in only a few details. The most widely cited and tested is
Tinto's (1987) model. Other models include the Bean and Metzner
(1985) model, the Webb (1988) model, and the more proactive and
recently developed developmental model.
Interactional Models of Student Persistence
The model developed by Tinto (1975) is the most widely rec
ognized and tested model of student retention (Bean, 1986). His model
is based on Durkheim's (1951) suicide theory and Spady's (1970) theo
retical model. Tinto's (1987) model is a longitudinal model of dropout in
which emphasis is placed on integration. According to this model, inte
gration into the academic and social systems of the college leads to new
levels of commitment to the college. The interaction between students'
commitment to the institution and their commitment to the goal of col
lege completion determines whether or not the students decide to drop
out (see Figure 1).
In Tinto's (1987) model, background characteristics such as at
tributes, skills, and dispositions (intentions and commitments) interact
with each other and influence both goal and institutional commitment. In
the academic domain, goal commitment influences grade performance
and intellectual development, which in turn influence academic integra
tion. Increased academic integration leads to greater goal commitment,
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Figure 1. Tinto's Model.
Source:

Tinto, V. (1987). Leaving College: Rethinking the Causes and
Cures of Student Attrition. Chicago: University of Chicago
Press, p. 114.

which reduces the likelihood of dropping out. In the social domain, insti
tutional commitment influences peer group association, extracurricular
activities, and interaction with college personnel. Increased social inte
gration increases institutional commitment, which in turn reduces the
likelihood of dropping out. Therefore, integrative experiences reinforce
persistence through their impact on intentions and commitments both to
individual goals and to the institution.
A number of studies on attrition at 4-year residential institutions
has validated parts of Tinto’s (1987) model. The influence of social and
academic integration on retention of students has been supported in a
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number of studies (Nelson, Scott, & Bryan, 1984; Pascarella & Terenzini,
1980).
However, in 2-year and 4-year commuter institutions, academic
integration appears to have greater effects on dropout than does social
integration (Pascarella & Chapman, 1983; Pascarella & Wolfe, 1985). In
addition, the external environment has been found to be a factor with
greater influence on dropout decisions of students at commuter institu
tions than has social integration (Chacon, Cohen, & Strover, 1983).
Also, in 4-year residential colleges, institutional commitment seems to
have a stronger effect than goal commitment; the reverse seems true for
2-year colleges (Pascarella & Chapman, 1983).
Recent research continues to validate the Tinto (1987) model to
various degrees. A study by Cleveland-lnnes (1994) involving both
nontraditionai age and traditional age university students investigated the
utility of Tinto's model for age-related sensitivity. Results suggested that
the model fits data for nontraditionai students better than for traditional
students.
Another study by Towles and Spencer (1993) was designed to
assess the effects of student-teacher interaction on academic integration
and retention. However, this study fo.und no significant difference in
overall completion rates of students receiving and not receiving facultyinitiated contacts.
A study by Ashar and Skenes (1993) looked at the attrition rates
of 25 adult classes in a college of business. The results showed that
smaller classes that were socially integrated (as in Tinto's [1987] model)
had better retention rates. In this study, academic and career integration
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did not have such an effect.
Nordquist (1993) evaluated Tinto's (1987) model by examining
recent college dropouts' perceptions of their experiences and their deci
sion to leave college. Tinto's model argues that individual departure
arises from a longitudinal process of interaction between a student's
attributes, skills, dispositions, and other members of the academic and
social systems at the college. Students who had recently withdrawn
from several Utah universities were interviewed. The interviews sup
ported Tinto's model as they revealed that students viewed their depar
ture from college in terms of isolation and incongruence. Students saw
faculty-student interaction as essential for a positive educational experi
ence. Mentoring relationships appeared to have the greatest impact on
academic and social integration and student retention. In addition, the
results found that gender expectations and family background were
strongly related to students' decisions to leave. This challenges Tinto's
claim that personal characteristics are less significant in dropout deci
sions.
Another

study

(Kraemer,

1993)

examined

factors

affecting

academic persistence for older Hispanic students in 2-year colleges as
these factors related to Tinto's (1987) model. Both academic integration
and social integration were operationalized in this study and were found
to provide an adequate measure of the students' integrative process at
the college.
Gillespie and Noble (1992) examined student and institutional
characteristics related to persistence for five institutions at four points in
time: end of first term, re-enrollment in the spring, end of spring term,
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and re-enrollment in the fall of the sophomore year. Predictor variables
were selected to meet the components of Tinto’s (1987) model. Results
supported Tinto's view that persistence models are specific to individual
institutions and to the time period being examined.
Seidman (1991) presented a study that examined the impact of a
counseling program that encouraged students to become more integrat
ed into the college. Drawing from Tinto's (1987) model, counselors
encouraged students to introduce themselves to their faculty members
and to participate in both curricular and extracurricular activities. Partici
pating students were then compared with a control group of newly en
rolled students who did not participate in the program. Study results
included the following: (a) At the close of the two semesters under
study, surveys revealed no differences between the two groups with
respect to satisfaction with faculty and the institution; (b) while first
semester retention rates were not significantly different for the two
groups, the counseled group showed significantly higher third-semester
retention (88%) than the control group (68%); and (c) although the
counseled group earned slightly higher GPAs than the control group,
these differences were not significantly different.
A study involving Native Americ.an students and Alaskan Native
students was developed to determine whether or not mainstream models
of student persistence are appropriate for non-mainstream students
(Pavel, 1991). As predicted by Tinto's (1987) model, the findings
suggested that postsecondary intentions and formal

and informal

academic integration were central to successful postsecondary outcomes
for both cohorts.
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Finally, a study by Lyons (1991) employed several methods to
obtain a broad understanding of the many salient factors that contribute
to student persistence over a 4-year period of college education. Study
results indicated that background characteristics were less critical to
long-term retention than the students' level of integration within the
institution, as per Tinto’s (1987) model. In this regard, academic and
social factors were considered important to the development of strong
educational goals and institutional commitments.
The model in Figure 2 was derived from a model first devel
oped by Bean (as cited in Bean & Metzner, 1985) based upon organiza
tional theory and modified through research to assume its current form.
Bean and Metzner (1985), realizing that social integration probably plays
a reduced role in dropout decisions, developed a separate model of
persistence for nontraditionai students. This model presents social inte
gration variables as being outside the main flow of the model, as having
possible indirect effects on psychological outcomes and intent to leave,
and as having only a possible direct effect on dropout. In this model, the
external environment exerts a direct influence on attrition.
Webb (1988) pointed out that the model relies heavily on data
collected during the course of the academic year. In other words, the
data were collected only after the students had spent sufficient time at
the college to form valid opinions about their satisfaction with the insti
tution and about the amount of stress they faced. By the time such data
could be collected, however, a large proportion of those students who
withdrew during their first academic term had done so already and were
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excluded from subsequent research studies.
A study by Stahl and Pavel (1992) used the Bean and Metzner
(1985) model because it takes into account the environmental variables
that colleges must consider to enhance persistence. The study was
designed to determine how well the model fit with compiled community
college data. When it was determined that the fit was weak, a new
model called the Community College Retention Model was developed.
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A path analysis study by Farabaugh-Dorkins (1991) used the Bean
and Metzner (1985) model to understand why older students frequently
dropped out of school. Despite its limitations, the study concluded that
the model may have some theoretical relevance in explaining why older
students dropped out.
McCaffrey (1990) investigated the usefulness of the model in
external degree programs. The study surveyed all students enrolled at a
community college. The results found that students presenting previous
college credits upon matriculation and those who were encouraged by
family, friends, and employers were more likely to persist in their stud
ies. However, the results also found that academic advisement and
faculty interaction were not significant determinants of persistence.
Thus, the model was incompletely validated.
Another study conducted by Whitaker (1987) used the variables
suggested by the Bean and Metzner (1985) model to determine why
persistence occurred. The results found that academic integration, social
integration, utility (how well college prepared students for work), and
satisfaction had the most significant effects on persistence for White
students. Academic integration, utility, and marital status had the most
significant effects on persistence for non-White students. These results
were fairly well predicted by the model.
Webb's (1988) model (see Figure 3) of community college student
persistence states that the following factors have primary effects on
persistence: (a) high school academic achievement (Assessment of Skills
for Successful Entry and Transfer [ASSET, an entry test for 2-year col
leges], high school grades); (b) external environment (need for financial
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aid, hours planned to work, day/evening status, need for job help);
(c) goal commitment (educational goal, certainty of major, full-time/parttime status); and (d) expected student/college fit (reason for attending).
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Figure 3. Webb's Model.
Source: Webb, M. (1988). "A Theoretical Model of Community College
Student Degree Persistence." Community College Review.
16(4), p. 47.
Background characteristics (such as race, sex,

and veteran

status), academic intent (2-year degree plans, vocational education
status), academic integration (first semester GPA, number of courses
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passed during first semester), and academic self-confidence (need for
academic/study help) have secondary effects in the model. Social inte
gration is viewed as having a possible indirect effect on degree persist
ence through goal commitment, expected student/college fit, academic
integration, and academic intent.
Webb's (1988) model differs from Tinto's (1987) model in a
number of ways, the most significant being the inclusion of external
environment, academic self-confidence, and expected student/college fit
as factors in the model and the relegation of social integration to a minor
role outside the main effects of the model. While similar to Bean and
Metzner's (1985) model, the Webb model adds academic self-confidence
and expected student/college fit as factors while eliminating psychologi
cal outcomes.
In order to use Webb's (1988) model as a basis for the current
proposed study and use Noel/Levitz survey instruments, it is necessary
for the researcher to match the two types of tools together. In Table 4
are listed the factors recommended by Webb to assess the likelihood of
student persistence. In the same table (on the right) are listed the factors
that were used in this study for the same purpose. The assumption was
that the factors measured by the survey instruments correspond close
enough to the factors in the model to allow the substitutions. In some
cases, the same factors recommended by Webb were used in this study.
In one case (social integration), no factors were recommended by Webb.
Since this model is designed especially to explain student persist
ence in a community college setting, it is an appropriate model upon
which to base this current study. All of the predictive factors listed
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Table 4
Retention Factors in Webb's Model of Student Persistence
Webb's factors

Modified study factors

Factors With a Primary Effect on Persistence
Precollege (high school)
academic achievement:
ASSET scores

Placement scores

High school graduation status

High school GPA

External environment:
Need for financial aid

Sense of financial security

Hours working

Hours/week employed

Day/evening status

Day/evening status

Need to find a job

Financial aid
Housing
Marital status
Family emotional support

Goal commitment:
Education goal

Desire to finish college

Full/part-time status

Full/part-time status

Certainty of major

Study habits

Student/college fit:
Reason for attending

Campus climate

College choice rank

College choice rank
Ease of transition
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Table 4--Continued
Webb's factors

Modified study factors

Factors With a Primary Effect on Persistence-Continued.
Student/college fit (continued):
Student centeredness
Initial impression
Openness
Responsive to diverse popu
lation
Factors With a Secondary Effect on Persistence
Academic self-confidence:
Academic study/help need

Academic self-confidence

Academic intent:
Vocational education status

Degree sought

Two-year degree plans

Plans to study
Career planning

Academic integration:
First semester GPA

Current GPA

Courses passed, 1st semester

Academic advising
Academic assistance
Intellectual interests
Attitude toward educators
Instruction effectiveness
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Table 4—Continued
Webb’s factors

Modified study factors

Factors With a Secondary Effect on Persistence-Continued
Academic integration-continued:
Registration effectiveness
Career counseling
Academic services
Background characteristics:
Race, sex, and age

Race, sex, and age

Social integration:
None

Personal counseling
Social enrichment
Sociability
Self-reliance
Leadership
Concern for the individual

above will be monitored in the study, which will provide some evidence
on the validity of this model.
Developmental Models
The term developmental model is a generic term used to describe
a special type of interactional model. A developmental model of student
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persistence seems to be a rather recent phenomenon in attrition research
(Jones, 1992; Michigan Department of Education [MDE], 1995). The
models themselves are interactional in nature with an added emphasis on
the proactive management of student development. In other words,
these models work with the understanding that students will be developmentally diverse and, therefore, must be taught and satisfied accord
ing to their developmental status (Jones, 1992; MDE, 1995).
Besides being an interactional model, this model also embodies
both the societal and the organizational theories of student persistence.
The societal theory's influence can be found in the developmental
model's emphasis upon the underdeveloped student (i.e., disadvantaged
student). This model has been developed out of concern for student
populations which enter college from the lower classes of society. The
organizational theory's influence can be found in the development
model's emphasis upon the institution's responsibility to assess and
restore developmental deficiencies in students so that student retention
is improved. It is up to the institution to adjust the demands of its cur
riculum, train its faculty in the art of developmental education, and
provide the necessary support to facilitate the education of the under
developed student.
This study is not based upon any of the developmental models
currently in use. However, a primary emphasis of this study is to look at
disadvantaged students to determine which attrition factors in particular
influence the success of the students. Since the development models of
student

persistence

focus

upon

the

disadvantaged

student,
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the

information from this study may help support some of the suppositions
of these models.
Problem Background
The consequences of the exodus from higher education are not
trivial, either for the individual or the institution. For the individual, it is a
concern that is caused by the growing disparity in average incomes
between college graduates and college dropouts. According to a recent
study (O'Brien, 1990), the average income of men with 1-3 years of
college in 1989 was $31,000. In comparison, the average income of
men with 4 years of college was $39,000, which is about 23% more
income on average
For the institution, it is a concern that is sparked by the recogni
tion that the long-predicted decline in the size of the college-going
population has finally arrived. Though this situation has been buoyed up
by the influx of adult learners into college, this has been insufficient to
counter the decline in the size of recent high school graduating classes
(Tinto, 1987).
In response, institutions have invested in recruitment campaigns
to increase the size of their applicant pool. But as more institutions use
sophisticated marketing techniques, the value of doing so has markedly
diminished. College marketing plans no longer offer the hope of ensuring
institutional survival in the coming years. Because of this situation, insti
tutions have come to view the retention of students to degree comple
tion as the only reasonable course of action left to ensure their survival
(Tinto, 1987).
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According to Tinto (1993), more students leave their college or
university prior to degree completion than stay. Of the nearly 2 .4 million
students who in 1993 entered higher education for the first time, over
1.5 million will leave their first institution without receiving a degree. Of
those, approximately 1.1 million will leave higher education altogether
without ever completing a degree program, 2- or 4-year (Tinto, 1993).
A 2-year study by the National Association of Independent Col
leges and Universities (Wilson, 1990) showed that only 15% of the stu
dents at 4-year colleges graduated within 4 years. Less than 50% of
those students had graduated after 6 years.
This same study found that even smaller proportions of students
from minority groups had graduated within 6 years. Over all, only 24%
of Black students had earned a degree after 6 years, and only 20% of
Hispanic students had done so. The study also found that 54% of
Hispanic students who enrolled in 4-year colleges had dropped out for
good within 6 years, and that 63% of Black students had dropped out.
The scope of departure from higher education has been well de
scribed by three ongoing studies. One study is National Longitudinal
Survey, which is an ongoing study involving the high school graduating
class of 1972 (Noel, 1985). Another study is referred to as High School
and Beyond. It is a similar study involving the high school graduating
class of 1980 (Noel, 1985). Finally, the American College Testing (ACT)
Program has been surveying colleges (mostly in the South and Midwest)
over the last 10 years (ACT, 1983, 1994).
Based upon these studies, the first year attrition rate is about
27% for students in 4-year schools and 44% for students in 2-year
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schools. Looking at these studies, it appears that first-year attrition rates
have not changed significantly over the past 20 years. (The 2-year public
schools have shown a slight improvement.) If one looks at selectivity,
however, it is apparent that highly selective schools (determined by
average entering Scholastic Aptitude Test [SAT] scores) have had
improved retention rates, for the most highly selective schools, the
retention rate has improved by 20% over the last 10 years (ACT, 1994).
The rate of degree completion has also changed little over the
years. In fact, the 4-year degree completion rate has slightly declined
over the last 15 years. Based upon the above mentioned studies, 50%
of 4-year entrants obtain a 4-year degree within 5 years, while 43% of
2-year entrants obtain a 2-year degree within 3 years. Some of the
reasons stated for the continued poor degree completion rates include
more part-time students, more working students, more delayed entry
students, lower SAT scores (948 average in 1970, 903 average in
1989), and less financial aid (with a shift from grants to loans).
According to Tinto (1993), even though the average 4-year
completion rate is around 50%, the range of completion rates for all 4year colleges is between 7% and 80% . Private nonsectarian colleges
and Catholic women's colleges are the best, urban state colleges are the
worst. The point is that completion rates are a reflection of the attrib
utes of a particular institution. Sharing a common attribute may imply a
commonality of circumstances, but only institution-specific studies of
departure can determine which circumstances lead to attrition at a par
ticular institution (Tinto, 1993). Such a conclusion provides at least a
partial justification for the study undertaken in this current project. It is
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necessary to look at very specific circumstances if the goal is to derive
solutions for very specific problems. This is what this study attempts to
accomplish.
The High School and Beyond (HSB, as cited in Tinto, 1993) study
provides interesting data concerning group differences in the rates of
degree completion. By 1986, 71% of all high school graduates in 1980
had entered into college. Thirty-eight percent of them went to 4-year
colleges, while 33% of them went to 2-year colleges. More females than
males entered into college, as well as a greater percentage of Whites
than non-Whites. Hispanics entered into 2-year colleges twice as often
as into 4-year colleges. White students were twice as likely to finish a
degree than Hispanic or Black students. Degree completions are more
related with ability than with socioeconomic status (Tinto, 1993). Tinto
concluded that individuals are more tenacious in their pursuit of a degree
and more varied in their patterns of departure than previously under
stood. More importantly, their leaving appears to be more situational in
character than patterned by broad attributes of either individuals or insti
tutions. Thus, attrition cannot be easily explained or solved at this point.
At-Risk Students
The area of greatest concern seems to be the plight of the special
population student. Special population students are primarily those
students who are either economically or academically ill-prepared to
enter college. It is this type of student who is most likely to leave school
before the end of the first year. This probably explains why the first year
students are more likely to be dismissed or to receive academic
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warnings.
The special population students are primarily made up of minority
students. The National Association of Independent Colleges and Univer
sities (NAICU, as cited in Tinto, 1993) study stated that those, groups
that have been the least likely to persist and to complete a bachelor's
degree (i.e., the African Americans, Hispanic Americans, and Native
Americans) also have the greatest potential for demographic growth.
This is the reason why the plight of the special population student is of
such great concern.
According to Edwards (1993), by the year 2000, one-third of all
school children younger than 17 will come from minority groups, and
almost 42% of all public school students will be minority children or
children born into poverty. This society is comprised of an economy and
educational system which are built on shifting sands--in particular, on a
shifting demography.
Parnell (1990) stated that two converging forces, a skilled worker
shortage and the development of a permanent underclass, are bearing
down upon the United States. By the year 2000, there will be a signifi
cant shortage of qualified people to fill the available jobs, and many of
the individuals who should fill these jobs will be unmotivated, undereducated, and underhoused—a permanent underclass. According to
Parnell, the major challenge for this decade is resolving the twin prob
lems of a surplus of special population students and a shortage of skilled
workers.
Special population students are also referred to as at-risk stu
dents. They are not only at-risk in terms of their own lives, but they also
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create a risk for the society. "The future economic strength of our
country is in danger if the at-risk student is not empowered to be a
contributing force" (Parnell, 1990, p. 79).
The scourges of poverty, crime, drugs, unemployment, illiteracy,
and undereducation do not discriminate on the basis of race or ethnicity.
But even though the problems of attrition and special population stu
dents are not confined to any single ethnic group, this should not dimin
ish the urgent need to help more ethnic minorities graduate from institu
tions of higher learning. These conclusions regarding special population
students provided a major motivation for including this particular per
spective in the study addressed by this dissertation.
A Balanced Perspective
Before leaving this section regarding the background of the prob
lem addressed by this proposed study, it is important to note that all
attrition is not bad. In fact, many students leave school for very good
reasons and to very good effect. This is nicely illustrated by the follow
ing excerpt from Benjamin Franklin's "The Savages of North America"
(originally published in The Works of Beniamin Franklin. 1904, as cited in
Kesselman, 1976).
It was June 1744. The commissioners of the British colonies
of Maryland and Virginia were meeting with the leaders of
six Indian nations to sign the Treaty of Lancaster. A t the
meeting, the Virginians made a magnanimous gesture of
friendship: They invited the Indians to send six of their sons
to the second New World college, William and Mary.
The Indians refused the offer. "We know," they
answered politely, "that you highly esteem the kind of learn
ing taught in those colleges, and that the maintenance of our
young men, while with you, would be very expensive to
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you. We are convinced, therefore, that you mean to do us
good by your proposal, and we thank you heartily. But you,
who are wise, must know that different nations have differ
ent conceptions of things; and therefore not take it amiss, if
our ideas of this kind of education happen not to be the
same with yours. We have had some experience of it;
several of our young people were formerly brought up at the
colleges of the northern provinces; they were instructed in
all your sciences; but when they came back to us they were
bad runners, ignorant of every means of living in the woods,
unable to bear cold or hunger, knew neither how to build a
cabin, take a deer, nor kill an enemy, spoke our language
imperfectly, were therefore neither fit for hunters, warriors
nor counselors; they were totally good for nothing. We are
however not the less obliged by your kind offer, though we
decline accepting it; and, to show our grateful sense of it, if
the gentlemen of Virginia will send us a dozen of their sons,
we will take great care of their education, instruct them in all
we know, and make men of them. (p. 1-2)
This anecdote is used to illustrate the fact that some kinds of
important learning occur only outside the sheltered campus of higher
learning institutions. There are some who question the expensive educa
tional structure which, while instructing students in the abstract arts and
sciences, often graduates them unprepared for life in everyday life. The
point is that many students leave school in good academic standing.
Granted, these students are not usually from the at-risk population
discussed above, but they do make up a significant portion of the attri
tion rate and should therefore be considered when dealing with the
problem of attrition. In fact, Kesselman (1976) stated that 70% of the
students at Princeton who drop out came back to complete their de
grees.
There is some agreement that many of the dropouts among col
lege students are merely stopouts. and that among them are America's
most promising scholars. According to Kesselman (1976):
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These stopout students include the thinkers, the non-con
formists, the innovators. They insist that, while the conven
tional four-year undergraduate pattern is viable for many, it
is not the only possible pattern, or even, for them, the best.
They withdraw for a semester or more to work, to travel, to
study independently, to do some thinking. Then, when
they've found what they need outside academia, they return
to finish college, (p. 3)
It has become evident that some students are viewing college not
as a champion of culture and tradition but as a marketable commodityand an expensive one at that. The student acts as consumer, buying and
paying for specific goods and services; therefore, he selects carefully
and not necessarily all at once. College administrators have long since
recognized the legitimacy of this alternative view of education. Because
stopping out is no longer viewed as being an indication of progressing
poorly with one's education, it is now actually provided as an option by
most colleges and universities.
Conceptual Framework
A conceptual framework for a set of research hypotheses is a
summary of relevant research that supports the presupposition of a
particular proposed study. In the case of a study in a field that has been
heavily researched, the research hypotheses should have a basis in par
ticular theoretical model (Kerlinger, 1986).
The research hypotheses for this study are based primarily on
Webb's (1988) model of community college student departure. As pre
viously stated, this model is an example of an interactional model for
student persistence. As with other interactional student persistence
models, this one seeks to explain the interactions between academic
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influential forces and social influential forces on a student's tendency to
stay in college. In this section, each of the four research hypotheses are
presented in conceptual form, followed by conjectures regarding the
likely outcomes of the study as anticipated by previous studies. .
In each of the hypotheses, the phrase "differences on retention
factors" means that some retention factors will be more evident with
one group of students than with the other group of students. That is,
one group will report a greater awareness of some retention factors than
the other group. For each of the hypotheses, a subhypothesis addresses
the predicted influential factors as determined by past research.
High success vocational programs are those vocational programs
offered at Muskegon Community College (MCC) which had at least 80%
success rate; low success vocational programs have less than an 80%
success rate. Special population students are students who are defined
by federal law (Perkins Act II, as cited in Michigan Department of Educa
tion, 1994) as being either academically or economically disadvantaged,
or both.
Research Hypothesis 1
There will be differences on retention factors between students
who successfully complete all courses and students who do not suc
cessfully complete all courses when the students are taken from high
success vocational programs.
Conjecture 1
Pantages and Creedon (1978) determined that academic factors
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such as scholastic aptitude and early grades in college were the single
most significant predictors of attrition. If course completion and student
departure are influenced similarly by known retention factors, it is likely
that the differences on retention factors as addressed by this -hypothesis
will be evident primarily with academic retention factors. This is because
the unsuccessful students in this study group are more likely to have
lower grades than the successful students. Other factors are likely to be
less influential since students in high success programs may be better
adjusted to the college environment.
Based upon this conjecture, the following categories of retention
factors (as defined by Webb's [1988] model) are likely to be more evi
dent in successful students than in unsuccessful students: precollege
academic achievement, academic self-confidence, academic intent, and
academic integration.
Astin (1975) found that a student's high school grades and plans
for postgraduate degree were among the most important entering factors
for college persistence. Also, Astin found that having high expectations
about academic performance in college were almost as important for
persistence. This is why precollege academic achievement, academic
intent, and academic self-confidence are predicted to be more evident in
successful students than in unsuccessful students. Beal and Noel (1980)
stated that academic stimulation and assistance is of primary importance
in determining student persistence. This supports the selection of
academic integration as a predicted influential factor in the above hy
pothesis.
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Research Hypothesis 2
There will be differences on retention factors between students
who successfully complete all courses and students who do not suc
cessfully complete ail courses when the students are taken from low
success vocational programs.
Conjecture 2
Since the same method found in the first hypothesis is used to
separate this study group into comparison sets (i.e., based upon course
completion), academic factors can again be expected to play a promi
nent role in determining student persistence. However, being in low
success programs may mean that these same factors could have a
greater affect on student persistence. This is because low success
groups are, by definition, comprised of more students who are struggling
to complete assigned courses.
Another concern with this study group is the degree of individual
intention and commitment. If the target population to which these sub
jects belong are not completing courses as well as other students, a
major problem may be one of intention and commitment. Tinto (1993)
found that both of these factors significantly influenced a student's
decision to leave college. Along with the factors mentioned for the first
hypothesis, the following category of retention factors (as determined by
Webb's [19881 model) is likely to be associated more with the success
ful subjects in this study group than with the unsuccessful subjects: goal
commitment.
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The choice of this factor as a probable influence in course out
comes for students for low success vocational programs is supported by
the findings of several researchers. Cope and Hannah (1975) cited goal
commitment as the single greatest determinant of persistence. Beal and
Noel (1980) recommended the identification and clarification of stu
dents' goals as a means for increasing college retention.
Research Hypothesis 3
There will be differences on retention factors between special
population students who successfully complete all courses and special
population students who do not successfully complete all courses when
the students are taken from all vocational programs.
Conjecture 3
Along with academic factors, several other categories of retention
factors are likely to favor the successful student in this study group.
Considering that these students are not only more academically disad
vantaged but also economically disadvantaged as well, other nonacade
mic factors might play a role in student retention. While Pantages and
Creedon (1978) found that financial problems tended to cause only
temporary withdrawal from school, it is very likely that it can affect a
student’s ability to complete a particular course. Tinto (1993) found that
employment does have negative effects on student persistence, especial
ly for women. Since the students in this study group may be more likely
to require outside employment and since many of these subjects are
likely to be single parents (especially single mothers), financial pressures
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might very well influence course completion. Bean and Metzner (1985)
also determined that outside encouragement and family responsibilities
will influence student persistence (the first one positively, the second
one negatively). Neither are likely to be advantageous to the special
population student.
Because of these reasons, this study group is most likely to have
the greatest number of retention factors that favor the successful stu
dent than the unsuccessful student, in addition to academic factors, the
following categories of retention factors (as determined by Webb's
[1988] model) are likely to present as differences between successful
students and unsuccessful students: external environment, student/
college fit, and social integration.
The external environment is represented in this study by factors
such as a sense of financial security, hours/week employed, day or
evening student status, satisfaction with financial aid, housing, marital
status, and family emotional support. Each of these factors have been
shown to have some effect on persistence as mentioned above. The
student/college fit is affected by the perceived campus climate and
student centeredness, as well as college choice rank and initial impres
sion. Astin (1975), Tinto (1975), and Pantages and Creedon (1978) all
agreed that college fit can be very influential in determining student
persistence. The institutional factors of student persistence defined by
Tinto (1993), especially factors of adjustment and incongruence, were
seen as influential in determining the degree of social integration of a
student within the school. The study factors used to measure social
integration primarily address the issue of adjustment. They include
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satisfaction with personal counseling and concern for the individual, as
well as the student's level of sociability and self-reliance.
Research Hypothesis 4
There will be differences on retention factors between nonspecial
population students who successfully complete all courses and non
special population students who do not successfully complete all courses
when the students are taken from all vocational programs.
Conjecture 4
Because academic factors seem to be the only possible cause of
attrition in this study group, it is likely that the results will be very similar
to those found with the first hypothesis.
It may be helpful to understand the differences between each of
the four hypotheses using Table 5. This table delineates each of the four
populations under consideration in this study.
Table 5
Populations Addressed by the Research Hypotheses
Research
Hypothesis

Population

Hypothesis 1

High success vocational programs

Hypothesis 2

Low success vocational programs

Hypothesis 3

Special population students

Hypothesis 4

Nonspecial population students
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CHAPTER III
METHODOLOGY
Introduction to the Study
This study was designed to look at differences in various factors
of college retention for students who successfully complete courses as
compared to students who do not successfully complete at least one
course. The study was completed using four groups of students:
(1) students enrolled in high success vocational programs, (2) students
enrolled in low success vocational programs, (3) vocational students
classified as special populations, and (4) vocational students classified as
nonspecial populations.
The study was conducted at Muskegon Community College
(MCC), which has an average of 5,000 students each semester. It
focused on students who were enrolled in vocational programs at MCC
during the 1995 Fall Semester. Students were randomly selected from
both low success vocational programs and high success vocational
programs. Since all students at MCC are either special populations or
nonspecial populations, these students were also used to look at the
stated research problem from those particular perspectives.
Data were collected from current student records, the College
Student Inventory (CSI, Stratil, 1988), the Student Satisfaction Inven
tory (SSI, Schreiner & Juillerat, 1994) survey instruments, and from
interviews.
69
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The student records were

used to determine the type

of

vocational program in which each student was enrolled. These records
also determined whether or not a particular student was classified as
being in a special population. Additionally, some of the retention factors
not assessed via the survey instruments were determined from student
records.
Both the CSI instrument and the SSI instrument were used to
assess various retention factors. The CSI instrument assessed factors
that are commonly used to determine dropout-proneness in students.
These factors are normally associated with the student's personal back
ground and are therefore student related. The CSI instrument was admin
istered at the beginning of the semester. The SSI instrument assessed
factors which relate to the meeting of student expectations. These
factors are normally associated with the services provided by the institu
tion and are therefore institution related. The SSI instrument was admin
istered near the end of the Fall Semester.
The information gathered from selective interviews was used to
provide a clearer picture of what type of environment the student ex
perienced during the time period of the study. This information brought
greater detail to the results provided by the numerical data representing
retention factor effects on course outcomes. Also, this added informa
tion provided some validation of the data collected through the use of
the SSI and CSI instruments.
Description of the Research Design
The design used by the study is a causal-comparative design.
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Because the potentially causal variables (retention factors) cannot be
directly manipulated, an experimental or quasi-experimental design was
not possible. According to Ary, Jacobs, and Razavieh (1990), causalcomparative research is required when the changes in the independent
variables have already taken place and must therefore be studied for
their effects on the outcome variable. There are two basic modes of
causal-comparative research. One may either begin with subjects who
differ on an independent variable and test hypotheses on how they will
differ on dependent variables, or begin with subjects who differ on a
dependent variable and test hypotheses concerning possible influential
independent variables (Ary et al., 1990). This study was designed based
upon the latter mode of causal-comparative research. In other words, the
subjects (vocational students) in each study group differed based upon
the type of course outcome and were therefore tested using hypotheses
that addressed possible influential retention factors.
In this study design, the study groups were divided into compari
son sets based upon course outcomes. The task of the researcher was
to look for the possible influential factors of retention to determine
whether or not a relationship existed between successful course out
comes and retention factors.
The data for the study were collected primarily through the use of
two survey instruments designed to assess the various factors of reten
tion. Since these retention factors are either related to the individual
student or to the school which they are attending, the use of a survey to
assess student-related factors and a survey to assess institution-related
factors was necessary. Data from student records were used to
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distinguish which type of vocational program a student was in, whether
or not a student was in a special population, and whether or not a
student was successful during the Fall Semester of 1995.
Once the data were collected, analysis consisted of comparing the
mean scale scores for each retention factor between the two comparison
sets in each hypothesis. If the successful subjects in a study group had
a mean scale score that was greater than that of the unsuccessful
subjects, that factor was identified as one that could positively influence
the successful subjects. If the unsuccessful subjects had a greater mean
scale score for a particular factor, or if there was no difference in scores,
the factor was identified as one that may not have a positive influence
on the successful subjects. The results of the study showed which
factors of retention contributed to the successful course outcomes of
the subjects, whether they were in special populations or not, and
whether they were in high success programs or not.
Research Hypotheses
The following hypotheses are based upon the conceptual research
hypotheses presented at the end of Chapter II. The hypotheses in this
section are also presented in a manner specifying the activity necessary
to measure them. In other words, the research hypotheses stated at the
end of the last chapter are operationalized in this section. In this study,
the results of the two survey instruments were represented as mean
scale scores or as percentage scores. Each of the mean scale scores and
percentage scores were indicative of a specific retention factor within
Webb's (1988) model of student persistence.

Thus, the activities
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specified within each research hypothesis are the mean scale scores and
percentage scores derived from the two surveys.
Retention Scores per Hypothesis
There are 43 scores that have been generated per hypothesis in
this study. Twenty-two scores are obtained from the CSI instrument (19
retention scales plus 3 additional data regarding high school grade point
average (GPA), marital status, and type of degree sought by the
student), which assessed student-related retention factors. Of those 22
scores, marital status and the type of degree sought by the student were
represented as percentage scores, while the rest were expressed as
mean scale scores. Seventeen scores are obtained from the SSI instru
ment (10 retention scales plus 7 additional data regarding hours/week
employed, day/evening student status, type of housing, full-time/part
time status, race, sex, and age), which assessed institution-related
retention factors. One of the retention scales provided by the SSI in
strument, campus support services, was not used in this study since the
areas covered by this scale were also covered by other SSI measurement
scales. Of the 17 scores from the SSI instrument, day/evening student
status, type of housing, full-time/part-time status, race, sex, and age
were represented as percentage scores, while the rest were expressed
as mean scale scores.
The other four scores have been provided by the institution at
which the study was conducted (Muskegon Community College). One
score is the student's current cumulative GPA as determined at the end
of Fall Semester 1995. The other three scores are scores from
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placement tests taken by most students when they are admitted to the
school. Only those students who are entering into this institution with
sufficient credit hours in reading, writing, and mathematics are not re
quired to take these placement exams. The three scores th at have been
generated by these tests and have been used in this study are discussed
in a later section. All references to students in these hypotheses are
understood to refer to MCC students who were enrolled in vocational
programs and taking classes during Fall Semester 1995.
Hypothesis Concerning Students in High
Success Vocational Programs
Conceptual hypothesis: There will be differences on retention
factors between students who successfully complete all courses and
students who do not successfully complete all courses when the stu
dents are taken from high success vocational programs.
Operational hypothesis: There will be differences in mean scale
scores or percentage scores between students who successfully com
plete all courses and students who do not successfully complete all
courses when the students are taken from high success vocational
programs.
Hypothesis Concerning Students in Low
Success Vocational Programs
Conceptual hypothesis: There will be differences on retention
factors between students who successfully complete all courses and
students who do not successfully complete all courses when the stu
dents are taken from low success vocational programs.
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Operational hypothesis: There will be differences in mean scale
scores or percentage scores between

students who

successfully

complete all courses and students who do not successfully complete all
courses when the students are taken from low success vocational pro
grams.
Hypothesis Concerning Special Population
Students in All Vocational Programs
Conceptual hypothesis: There will be differences on retention
factors between special population students who successfully complete
all courses and special population students who do not successfully
complete all courses when the students are taken from all vocational
programs.
Operational hypothesis: There will be differences in mean scale
scores or percentage scores between special population students who
successfully complete all courses and special population students who
do not successfully complete all courses when the students are taken
from all vocational programs.

Hypothesis Concerning Nonspecial Population
Students From All Vocational Programs
Conceptual hypothesis: There will be differences on retention
factors

between nonspecial

population students who

successfully

complete all courses and nonspecial population students who do not
successfully complete all courses when the students are taken from all
vocational programs.
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Operational hypothesis: There will be differences in mean scale
scores or percentage scores between nonspecial population students
who successfully complete all courses and nonspecial population stu
dents who do not successfully complete all courses when the students
are taken from all vocational programs.
Selection of Subjects
Description of Subjects
The description of the subjects that participated in this study are
presented in Table 6. Also presented in this table is a comparison
between the subjects in this study and all vocational students that were
enrolled at MCC during Fall Semester of 1995.
Table 6
Description of Subjects as Compared With All
Vocational Students Enrolled at MCC

Demographics
Number of students

Subjects
103

Vocational
students
1,086

% of students > 25 years old

49%

39%

% of female students

55%

68%

% of White students

85%

84%

% of evening only students

23%

35%

% of full-time students

49%

11%

The subjects in this study were selected from both high success
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vocational programs and low success vocational programs. Table 7
shows which vocational programs at MCC are considered to be high
success and which are considered to be low success.
Table 7
High Success and Low Success Programs at MCC
High success programs

Low success programs

Marketing

Child Care Paraprofessional

Electronics

Drafting Technology

Industrial Technology

Machining

Automotive Technology

Nursing (LPN)

Graphic Reproduction Technology

Accounting

Welding Technology

Legal Secretary

Cast Metals

Medical Secretary

Respiratory Therapy

Data Processing

Nursing (ADN)

Receptionist/Typist

Administrative Secretary

Work Processor Specialist

The vocational programs have been categorized as high success
(80% success rate or above) and low success (less than 8 0 % success
rate) based upon a system developed by the Michigan Department of
Education (MDE, 1994). Perkins Act II standards and measures are
indicators that have been designed and mandated by the MDE to keep
track of the progress that community colleges are making in vocational
education. Each of the vocational programs at Muskegon Community
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College had a percentage success rate assigned to them (Appendix A)
during 1995. This percentage success rate described what percentage of
students enrolled under that program actually passed a particular course
(i.e., earned at least a C grade). The MDE requires that each of those
programs have at least an 80% success rate in basic academic courses,
advanced academic courses, and specialty vocational courses. Those
programs with less than an 80% success rate are examined closely to
determine why their students are having difficulties completing courses.
Mode of Selection
The mode of selection used in this study was cluster sampling.
Cluster sampling, the most often used sampling method in survey re
search, is the random sampling of units or naturally occurring groups
(Kerlinger, 1986). The naturally occurring groups in this study were the
various classes that met during Fall Semester of 1995. Three classes
were randomly selected from the high success vocational programs and
three classes were randomly selected from the low success vocational
programs. The six classes that were used in this study are given in
Table 8.
Since those programs with an 80% success rate or greater are
likely to have the greatest number of successful students, it is helpful to
look specifically at the students enrolled in those particular programs to
learn the nature of successful course completion. Thus, the students
enrolled in those programs who actually completed all courses are
compared to students enrolled in those same programs who did not
complete at least one course. The first hypothesis in this study looks at
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Table 8
Classes Randomly Sampled for Inclusion in This Study
Program

Class
High success programs
Principles of Marketing (#4172)

Marketing

RT Physics (#5011)

Respiratory Therapy

Electronic Circuit Design (#4411)

Electronics

Low success programs
COBOL Programming (#4270)

Data Processing

Machining-Basic (#4635)

Machining

Care of Maturing Families (#5023)

Nursing (LPN)

Note. These numbers represent section numbers which are used to iden
tify each class specifically. Using course numbers would have been
confusing since some classes have more than one time slot during a
semester.
this relationship. It addresses the issue of whether or not there is a dif
ference in the presence of retention factors between students who
complete all courses and students who do not complete at least one
course when those students are enrolled in low success vocational
programs.
For comparison purposes, students who are enrolled in low suc
cess programs were also studied for differences in retention factors
between successful and unsuccessful course completions. This is the
perspective at which the second hypothesis looks.
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As determined by the Perkins II classification, special population
students are primarily made up of students who are academically and/or
economically disadvantaged. Therefore, it is helpful in learning about the
nature of the course completion problem to look specifically at special
population students. The special population students who completed all
courses are compared to special population students who did not com
plete at least one course. The third hypothesis in this study looks at this
relationship. It addresses the issue of whether or not there is a dif
ference in the presence of retention factors between students who
complete all courses and students who do not complete at least one
course when those students are classified as special population stu
dents.
For comparison purposes, students who are not so classified were
also studied for differences in retention factors between successful and
unsuccessful course completions. This is the perspective at which the
fourth hypothesis looks.
Representativeness of Samples
Because probability sampling is used in the design of this study,
the ability to generalize the results to other situations is strengthened.
However, generalization is safe only to the population identified by the
sampling frame. In other words, any conclusions from this study may
only tentatively be applied to other similar situations. Also, nonrespond
ents and missing data make it more difficult to generalize the findings
from this study to other situations. Therefore, it may be helpful to assure
representativeness by comparing various characteristics of the study
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groups with the same characteristics of their target populations.
All subjects in this study are vocational students who were taking
classes during the Fall Semester of 1995 at Muskegon Community
College (MCC). These subjects were randomly selected to represent the
target populations of the study, which include all vocational students
who were enrolled at MCC during the time of the study. The compari
sons in Appendix B provide demographic data regarding the study
groups involved in this study, as well as data regarding each of their
target populations. The comparisons for specific study groups are quan
tified through the use of the chi-square test as performed by Statistical
Package for Social Sciences (SPSS) for Windows Release 5. An alpha
level of .05 or less indicates that there is a 95% or greater probability
that the difference between the two compared values is at least as great
as revealed by the results given. If this would occur for most or all com
pared characteristics, it would be difficult to make the case that the
study group adequately represents its target population. Conversely,
alpha levels greater than .05 leave room to argue that the random sam
pling technique may have been effective and has produced a representa
tive sample of vocational students.
Based upon the comparisons given in Appendix B, it is evident
that some characteristics of the population are adequately represented
and others are not. Specifically, Table 9 summarizes those demographics
which may be adequately represented in each study group, as well as
those that are probably not adequately represented.
Judging from the comparison results given in Table 9, it is appar
ent that certain characteristics are not at all well represented by the
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Table 9
Summary of Demographics Adequately Represented and Not
Adequately Represented by Each Study Group
Study groups
High success

Adequately
Race

Not adequately
Gender
Age
Day/evening status
Full-time/part-time

Low success

Gender

Day/evening status

Age

Full-time/part-time

Race
Special population

Gender

Day/evening status

Age

Full-time/part-time

Race
Nonspecial population

Gender

Race

Age

Day/evening status
Full-time/part-time

sample used for this study. All study groups were probably not represen
tative of part-time students or students who only attend evening classes
since there was a much smaller proportion of these students in the study
sample than is found in the target populations. Of the six classes ran
domly selected for the study, only one (COBOL Programming) was an
evening class; therefore, only those students in that class could
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represent evening students. There were 15 students in that class and all
were taking classes in the evening only. Also, a sample that is made up
primarily of students who attend classes during the day is also likely to
be made up mostly of students who are attending school on a full-time
basis. This assumption is certainly borne out by the results of these
comparisons. Given these comparisons, the results of this study should
be applied primarily to full-time vocational students who are attending
daytime classes at least part of the time.
The other three characteristics (gender, age, and race) seemed to
be much better represented by the four study groups. For each of these
characteristics, three of the four study groups seemed to adequately
represent their target populations. Based upon the comparisons of these
characteristics, it is the assumption of the researcher that the results
that are derived from the low success study group and the special
population study group could be applied to all vocational students repre
sented by those groups regardless of gender, age, or race. Results de
rived from the nonspecial population study group might not be applicable
to non-Whites, while results derived from the high success study group
might not be applicable to older, female students. These restrictions on
the relevance of this study is discussed further in Chapter V.
Instrumentation
The two survey instruments that were used to gather data for this
study are the College Student Inventory (CSI, Stratil, 1988) and the
Student Satisfaction Inventory (SSI, Schreiner & Juillerat, 1994). The
CSI instrument was used to quantify the effect of those retention factors
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which are student-based, while the SSI instrument was used to quantify
the effect of those retention factors which are institution based. Both
instruments were completed by the students selected for this study. The
CSI instrument was completed by students near the beginning of the
semester, while the SSI instrument was completed by the same students
near the end of the semester.
College Student Inventory (Appendix C)
The original version of the CSI instrument was designed by Stratil
in 1984 and revised in 1987 (Stratil, 1988). It is published by the
Noel/Levitz Centers, Inc. It has been designed to identify the specific
motivational variables that are most closely related to persistence and
academic success in college. Specifically, it consists of a 194-item
questionnaire which assesses five major categories of motivational
variables (academic and social motivation, general coping skills, receptiv
ity to support services, and initial impression). These variables represent
retention factors which are considered to be student based and useful in
judging the dropout proneness of a particular student.
Nineteen different scales have been constructed from the inven
tory items within the questionnaire. These scales are organized under the
five main categories listed above. An account of these scales is taken
from the Noel/Levitz Coordinator's Manual (Noel/Levitz Centers, 1993)
and is presented in Appendix D. Also included in Appendix D is an item
ized account of all questions based upon the 19 retention scales as
sessed by this instrument. In other words, this account provides a key to
which questions in the survey were used to measure each of the scales.
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It also allows for the calculation of mean scale scores for each of the 19
retention scales.
The Coordinator's Manual (Noel/Levitz Centers, 1993) states that
the instrument is a reliable and valid instrument for measuring. motiva
tional variables. Regarding reliability, the CSI's 19 major scales have an
average homogeneity coefficient (coefficient alpha) of .80 despite an
average length of only 8.5 items. As a point of comparison, the 20
major scales in Jackson's (1984) Personality Research Form (PRF) ob
tained an average homogeneity coefficient of .72. The Myers-Briggs
Type Indicator has an average coefficient alpha reliability of .81, and the
California Psychological Inventory (CPI) has an average coefficient alpha
reliability of .72 (Noel/Levitz Centers, 1993).
The CSI's stability (test-retest reliability) is also good. The average
stability coefficient for the CSI's 19 major scales is .80. In a comparable
study of the PRF's 20 major scales, the main stability coefficient was
also .80 (Bentler, 1964). The stability coefficient of the Myers-Briggs
is .70 and the CPI's test-retest reliability coefficient is .70 (Noel/Levitz
Centers, 1993).
The process of assessing validity is an ongoing one. Three areas
of validity are addressed by the CSI Coordinator's Manual published by
Noel/Levitz Centers, Inc. (1993): content validity, construct validity, and
criterion-related validity (most notably predictive validity).
Content validity is the representativeness or sampling adequacy of
the content—the substance, the matter, the topic~of a measuring in
strument (Kerlinger, 1986). A number of methods were used to build
content validity into the CSI instrument. For example, the items for each
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scale were written to measure a particular variable as accurately as
possible. In addition, a defensive scale (Stratil, 1984) was used to elim
inate items eliciting a tendency to generate falsely positive responses.
Finally, discrimination between the scales has been maximized.
Construct validity is based on the way a measure relates to other
variables within a system of theoretical relationships (Babbie, 1990).
Evidence of the construct validity of the CSI is derived from the homo
geneity of the items (.80), the reliability estimates of the scales, the
item-total correlations (average .49), analysis of the factor structure of
the instrument, and the investigation of significant differences in the
various CSI scale scores of groups who are theoretically expected to
differ in their levels of risk factors (Schreiner, 1991).
Criterion validity is sometimes called predictive validity and is
based upon some external criterion (Babbie, 1990). It is assessed by
comparing test or scale scores with one or more external variables, or
criteria, known or believed to measure the attribute under study. Two
major national validity studies have been conducted on the CSI (Stratil,
1988) as well as several smaller scale research projects with narrower
foci (Erickson, 1989; Schreiner, 1989; Stratil, 1988).
The results of the data analysis seem to indicate that at-risk
students can be identified with the CSI with a high degree of accuracy.
Particularly when at-risk is defined in the sense of academic risk, the CSI
enables institutions to improve their predictive efficiency considerably.
As stated previously in the literature review chapter, a host of
factors determine the likelihood of attrition of college students. Some of
these factors exist upon entrance. It is these factors that the CSI
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attempts to measure. However, other factors emerge after a student has
enrolled, such as involvement in campus life, quality and frequency of
interactions with faculty, and having close friends and peer support.
These factors are not measured by the CSI instrument. The CSI attempts
to measure the "person" half of the person-environment equation; many
things can happen within the student's environment subsequent to enrollment that could not have been predicted in advance. The student's
predispositions and precollege experiences influence his or her commit
ment to college in general, as well as to the institution in particular,
which may affect the level of social and academic integration that later
occurs (Stoecker, Pascarella, & Wolfle, 1988). It is these predispositions
that are measured by the CSI. While they are strong influences on per
sistence, they are by no means the only influences.
Student Satisfaction Inventory (Appendix E)
The

Student

Satisfaction

Inventory

(SSI)

was

authored

by

Schreiner and Juillerat (1994) and published by Noel/Levitz Centers, Inc.
It consists of over 70 items that cover a range of college experiences.
Each item is expressed as a statement of expectation. Students are
asked to indicate the level of importance they assign to the expectation
as well as their level of satisfaction that the expectation is being met.
The inventory findings can be presented as three scores for each
item: an importance score, a satisfaction score, and a performance
score, which is calculated by subtracting the satisfaction score from the
importance score. For the purposes of this study, only the satisfaction
score is used. Each item in this questionnaire is expressed as a mean
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scale score for each group being studied, which allows for the compari
son of data between groups.
According to a publication by Noel/Levitz Centers (1993) regard
ing the SSI, 11 scales have been constructed from the inventory items
within the questionnaire. The description of the scales are taken from
the Noel/Levitz publication of the SSI (Schreiner & Juillerat, 1994) and
presented in Appendix F. Also included in Appendix F is a breakdown of
the questions from the survey based upon the 11 retention scales
mentioned above. As with the CSI, this provides a key to which ques
tions in the survey were used to measure each of the scales. According
to Noel/Levitz Centers (1993), the reliability of the SSI is exceptionally
high. For this version of the instrument, Cronbach's coefficient alpha for
the satisfaction items was .98. The 3-week test-retest reliability es
timate of mean satisfaction scores was .84.
The validity of the SSI was determined by correlating mean satis
faction scores on the instrument with mean satisfaction scores on the
College Student Satisfaction Questionnaire (CSSQ), a similar satisfaction
instrument with reasonably high reliability and validity. The Pearson
correlation between these two instruments was .71 (j3 < .0000). This
correlation measurement (a) indicates that the SSI is measuring satisfac
tion accurately as defined by another statistically sound satisfaction
instrument, and (b) is sufficiently low to indicate that the SSI is distinct
from the CSSQ and provides information that the CSSQ does not (Noel/
Levitz Centers, 1993).
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Placement Tests
The three scores generated from placement tests administered at
MCC

and

used

in

this

study

are

the

writing

score,

reading

comprehension score, and the reading vocabulary score. The writing
score is generated from an essay exam which has been developed by
faculty from MCC's English Department. The student answers the essay
question and one of the faculty assesses the answer and recommends
placement into one of several English classes and/or labs. There are five
levels of achievement associated with the writing test (A, B, C, D,
and E), each of which comes with a specific recommendation for which
course to take to increase one's writing skills. For the purpose of tabulat
ing results for this study, each of these letter grades were assigned a
number (A = 4, B = 3, etc.) and expressed as a mean score per study
group.
The reading comprehension score and the reading vocabulary
score were both generated from the Nelson-Denny Reading Test (Brown
& Bennett, 1981). These scores are expressed as grade levels and are
therefore interval scale in nature and can also be expressed as mean
grade levels. For each study group in this study, both reading scores are
depicted as mean grade level scores.
Not all students at MCC have taken the placement exams. There
are several reasons why this might occur. Students who are over 60
years old are not required to take the placement exams, though they
may if it is requested. Students who are taking less than six credit hours
are also not required to take placement exams. Those students who are
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transferring in with English or math classes from other postsecondary
institutions do not have take placement exams that relate to those
subjects. Finally, some students slip through without taking placement
exams even though they don't meet any of the above criteria because
the registration office and the instructors themselves sometimes neglect
to enforce the policy of the school which mandates these exams. Be
cause of these inconsistencies, not all of the subjects in this study have
taken these placement exams. For this reason, some of the target popu
lations may not be adequately represented by the data concerning reten
tion factors which were determined by placement exams. For example, if
writing scores were shown to have an effect on course outcomes for a
particular population, it is possible that this information would not apply
to part-time students since many of them may not even take the exam.
Older students and transfer students may be similarly affected by these
inconsistencies. This matter will be discussed along with other problems
of interpretation in the final chapter of this report.
Interview Schedules
Although there is sufficient evidence that the CSI and SSI instru
ments can produce valid and reliable information, it is helpful to look at
the same data from different perspectives. In this study, interview
schedules were used to examine the same retention factors as the CSI
and SSI instruments. This allowed the researcher to look at both the
student-related retention factors and the institution-related factors more
closely and completely. Thus, an interview schedule was created based
upon the CSI instrument and used to assess student-related retention
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factors from the perspective of the instructors of the selected classes. It
was determined that besides the students themselves, the instructor
would be most familiar with the student-related factors that were de
picted by the students in those classes. Another interview schedule was
created based upon the SSI instrument and used to assess institutionrelated retention factors from the perspective of those MCC employees
who are most involved with providing the services addressed by the SSI
survey. Again, it was determined that these people would be in the best
position to evaluate the presence of institution-related retention factors
besides the students themselves. Appendices G and H contain both
interview instruments and an explanation of how the instruments were
constructed, as well as the forms of communication used to initiate the
interviews. The process of conducting the interviews is discussed later
in this chapter and the results are presented in the following chapter.
Field Procedures
The first step taken was to present the proposal of the study to
the Student Services personnel at MCC. During this time, the researcher
sought and received suggestions about how to proceed with the admin
istering of the CSI and the SSI as well. It was determined based upon
feedback from this meeting that it would be best to use the cluster
sampling technique in order to obtain greater control. Since the naturally
occurring groups in this setting are classes, classes from both high
success and low success vocational programs were randomly selected.
By using this sampling technique, the subjects were more accessible to
the researcher and could be monitored more effectively through the
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instructors of the classes.
However, it was also decided that while instructors may be willing
to provide time for the researcher to introduce the surveys to their class
es, it was not reasonable to use such a large portion of their class time
for completing a survey. Therefore, the following steps were taken to
administer the CSI and the SSI.
College Student Inventory
The first step in administering the CSI was to contact the instruc
tors of the classes randomly selected to be a part of this study. Once
memos were sent out, arrangements were made with the instructors to
visit each of the classes. During this initial visit, the CSI survey was
explained to the students and instructors according to the guidelines
given in the Coordinator's Manual (Noel/Levitz Centers, 1993). The
surveys were handed out and the students were told to bring them back
to class the following week.
The researcher visited most of the classes during the following
week to obtain the completed surveys as well as to encourage those
students who had not yet completed their surveys to do so. After the
second visit, the researcher contacted the instructors each week to
obtain more completed surveys as well as to encourage them to followup on delinquent students. One instructor refused to follow-up on his
students after receiving complaints from some of his students about
how long it took to fill out the survey. After approximately 4 weeks of
instructor-assisted follow-ups, nonrespondents were contacted by mail
and later by phone to complete the CSI instrument.
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Out of 103 students who were selected for the study, 61 stu
dents eventually responded by completing the CSI instruments. Com
pleted CSI instruments were received until early November of Fall
Semester 1995. Once efforts to follow-up ceased, no more completed
surveys were received.
Appendix I contains the classroom instructions provided by
Noel/Levitz for the purpose of explaining the survey and ensuring that it
is completed properly. It also contains the forms of communication used
to contact instructors and follow-up on the subjects of the study.
Student Satisfaction Inventory
By mid-November of Fall Semester 1995, it was decided that all
103 subjects would receive the second survey instrument employed by
the study, the SSI instrument. By this date, only 12 subjects had actual
ly stopped attending the classes selected for this study. However,
because of the incident described above involving an instructor who
refused to cooperate with follow-up efforts, it was decided that the
second survey would be administered via mail instead of in the class
room.
The SSI instruments were sent out to the respondents of the first
survey accompanied by a student report compiled by Noel/Levitz from
the CSI instruments for each of the participating students. The students
were told that these reports would be made available to them as an
incentive for them to complete the first survey of the study. The prom
ised results were sent out with the second survey to demonstrate the
resolve of the researcher to cooperate with the respondents and thereby

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

enhance the likelihood of a similar response by them to the second
survey. Simultaneously, a memo was sent to the counselors of each of
the respondents accompanied with another version of the CSI results
prepared especially for counselors. As for the nonrespondents to the CSI
instrument, just the SSI instrument was sent out since there were no
student reports to share with them.
Several follow-ups were made beginning approximately 2 weeks
after the SSI instruments were sent out. Instructors were contacted and
asked to encourage students in their classes to respond to the second
survey. Letters and telephone calls were made throughout December
1995 to increase the returns. By mid-January 1996, 64 SSI surveys
were completed and returned out of the 103 surveys originally sent out.
Of the total study sample, 42 subjects eventually completed both the
CSI and the SSI instruments. Of the respondents, 19 subjects completed
just the CSI instrument, while 22 subjects completed just the SSI in
strument. The total number of respondents to complete either or both
surveys was 83, leaving only 20 subjects in the sample who did not
respond at all.
Appendix J contains examples of the student and counselor re
ports provided by Noel/Levitz for the CSI instrument. It also contains the
forms of communication used to follow-up on the subjects of the study
for the SSI instrument.
Data Collection and Recording
Data collection and recording for both the CSI instrument and the
SSI instrument were provided

by Noel/Levitz.

While the services
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rendered by Noel/Levitz were helpful for the individual student (regarding
the CSI instrument) and the school (regarding the SSI instrument),
considerable effort was still required to organize the data before analysis
could begin. This is because the design of the study required .that the
data be arranged according to issues posed by the operational hypothe
ses.
College Student Inventory
The results provided by Noel/Levitz were specific to each re
spondent to the survey. This was helpful since each respondent had to
be placed in different groups depending on which hypothesis was being
addressed. The problem, however, was that the results were given in
percentile ranks. Since percentile ranks are ordinal numbers, it is not
possible to use stronger statistical measures to analyze the data. Specif
ically, it is not possible to test hypotheses regarding the differences in
means when the data are presented in ordinal form (Hinkle, Wiersma, &
Jurs, 1988).
Also, the data were organized according to the 19 retention scales
grouped under five major motivational variables. This organization did
not correspond exactly with Webb's (1988) model of student retention.
It therefore had to be reorganized accordingly to be consistent with the
conceptual framework within which the hypotheses have been stated.
Since the data were presented in the form of percentile ranks and
organized according to a model dissimilar to the one governing the in
quiry of this study, it was necessary to compile the data from the origi
nal

survey

instruments

completed

by

the

subjects.

This
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was

accomplished through the use of a data disk provided by Noel/Levitz.
The contents of this disk were downloaded into a Statistical Package for
Social Science (SPSS) file as directed by the SPSS User's Guide
(Norusis, 1992). Noel/Levitz also provided a validity study on .the CSI
instrument (Schreiner, 1994) which itemized the questions per retention
scale so that mean scale scores could be determined per respondent
with the help of the SPSS software program.
Once the mean scale scores for each of the retention scales were
determined per respondent, the scales themselves were organized ac
cording to Webb's (1988) model of student retention. The decisions
regarding which scales correlated with the variables presented by the
model were entirely that of the researcher and were based upon informa
tion gathered from the validity study by Schreiner (1994).
Student Satisfaction Inventory
The results provided by Noel/Levitz were in mean scale form but
were not broken down into groups consistent with Webb's (1988)
model. In fact, the only breakdown provided was the presentation of
mean scale scores for each of the questions in the survey. This break
down was helpful because it provided an itemized list of questions for
each of the retention scales addressed by the SSI instrument. It also
allowed the researcher to develop an interview schedule based upon the
survey that could be used to gather information from MCC employees
directly involved with the areas addressed by the survey.
However, it remained necessary to compile the data from the
original surveys so that mean scale scores could be determined for each
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retention scale per individual respondent. Just as had been necessary
with the CSI instrument, a data disk supplied by Noel/Levitz was down
loaded into an SPSS file and then reorganized according to the itemized
list of questions mentioned above and according to Webb's. (1988)
model of student persistence. Also similar to the CSI instrument, the
decisions regarding which scales correlated with the variables presented
by the model were that of the researcher. In the case of the SSI instru
ment, however, input into these decisions were provided by MCC
employees directly involved in the areas being assessed.
Data Processing and Analysis
As explained earlier, once the data were collected, analysis con
sisted of comparing the mean scale scores for each retention factor
between the two study groups in each hypothesis. If the successful
students in a study group had a mean scale score that was greater than
that of the unsuccessful students, that factor was assumed to positively
influence the success of those students. If the unsuccessful students
had a greater mean scale score for a particular factor, or if there was no
difference in scores, the factor was not assumed to positively influence
the success of the successful students. By engaging in this type of
analysis, it was possible to show which factors of retention probably
contributed to the successful course outcomes of the students, whether
they were in special populations or not, and whether they were in high
success programs or not.
Since the data produced by the survey instruments were ex
pressed as mean scale scores, it was determined that testing the
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hypotheses for differences between the means would be the best ap
proach for analysis of the data. The independent-samples t-test proce
dure as performed by the SPSS for Windows Base System Release 5.0
was the test used in this study (Norusis, 1992). This procedure com
putes student's t statistic for testing the significance of a difference in
means for independent samples. Both equal- and unequal-variance t
values are provided, as well as the Levene test for equality of variances.
Levene's test is used to test the hypothesis that the two popula
tion variances represented by the two samples being examined are
equal. It is obtained by computing for each case the absolute difference
from its group mean and then performing a one-way analysis of variance
on these differences. If the observed significance for the value of the
Levene statistic is small, the hypothesis that the population variances are
equal is rejected and the separate-variance t value (expressed as an
unequal-variance t value) must be used. If the significance level for the
Levene statistic is large, the pooled-variance t test (expressed as an
equal-variance t value) is appropriate. The great majority of comparisons
performed for this study were accomplished through the use of the
pooled-variance t test. The assumption that the samples used in this
study were independent is discussed further in the next section.
The observed significance level is the probability that a difference
at least as large as the one observed would have arisen if the population
means were actually equal. For the purpose of this study, a significance
level of .05 or less is considered an acceptable probability for rejecting
the equality (null) hypotheses. For each of the comparisons between
mean scale scores of the retention factors, a one-tailed test was used to
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detect differences between means. A two-tailed test would be used to
detect a difference in means between two populations regardless of the
direction of the difference. However, in this study, the direction of the
difference is important. In order for the equality hypotheses to be reject
ed, the difference between means must be sufficiently large and in the
direction of the successful study groups. In other words, the researcher
is only interested in differences that show successful study groups with
greater mean scores than unsuccessful study groups.
Not all of the retention factors assessed by the survey instruments
were expressed as mean scale scores. Table 10 contains those retention
factors which were assessed and expressed as proportions of particular
items, which are considered to be nominal scale data. When two varia
bles are measured at the nominal level, the chi-square test may be used
to determine whether a systematic relationship exists between them.
Since this study deals with two dimensions (successful course outcomes
and unsuccessful course outcomes) per factor, the chi-square test of
independence is the most appropriate means for analysis of these data
(Ary et al., 1990). In this case, the null hypothesis is that each retention
factor proportion will be the same for successful students as it is for
unsuccessful students. That is, the variables course outcome and reten
tion factor proportion are unrelated, or independent. The null hypothesis
in the chi-square test of independence is always that the variables are
independent in the population (Ary et al., 1990). This test was per
formed by the SPSS for Windows Base System Release 5.0 (Norusis,
1992) to analyze the results from this study. All of the results presented
in this study which represent retention factors in Table 10 have been
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analyzed with the use of the chi-square test of independence. If the
alpha level for each of these results is greater than .05, then the differ
ences that are presented between frequencies are not beyond what is
expected by chance. In other words, there would not be reliable evi
dence that there is a relationship between the variables course outcome
and retention factor proportion in the population from which the sample
was drawn. If so, the null hypothesis of independence cannot be reject
ed and the possibility that the factor might have a positive or negative
influence on course outcome is not proven.
Table 10
Retention Factors Expressed as Proportions
(Nominal Scale Data)
Retention factor

Proportion expression

Day/evening student status

% Evening student status

Marital status

% Single status

Housing

% Students in own home

Full-time/part-time status

% Full-time student status

Degree sought

% Associate degree only

Race

% White students

Sex

% Female students

Methodological Assumptions
Interval Data
One assumption inherent in this study design is that the mean
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scale scores are based upon interval scale measurement. In order for a
measurement to be considered interval scale in nature, it must categor
ize, order, and establish an equal unit in the scale (Hinkle et al., 1988).
The measurement scales used by the CSI instrument and the* SSI instru
ment are given in Figure 4. The assumption in question is that the inter
vals between choices on the scale are equal. While it may be argued that
the intervals between choices are not exactly equal since the choices are
subjective in nature, fairly universal acceptance of these data as interval
in nature validates the assumption (Babbie, 1990; Norusis, 1992; Stratil,
1988).
CSI measurement scale
Not at
all true

1

2

Completely
true

SSI measurement scale
Not at all
satisfied

1

2

Very
satisfied

Figure 4. Measurement Scales of Survey Instruments.
Normal Distribution
Many procedures in inferential statistics, including the t test used
in the analysis of this study, depend on the assumption that a sampling
distribution is normal. A sampling distribution is the theoretical distribu
tion of all possible values of a statistic obtained from a population
(Norusis, 1992). The statistic in question is the score taken from each of
the measurement scales from both the CSI and SSI instruments. The

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

102
assumption is that if many more samplings were taken from this same
institution using the same instruments, a distribution of scores would be
created which resembles a bell curve-a shape that is indicative of a
normal distribution. The results and conclusions of this study, are ul
timately based on this assumption of normal distribution.
The SPSS for Windows Release 5.0 provides the Lilliefors signifi
cance level for testing normal probability. The test produces a signifi
cance level that indicates whether or not the distribution from which the
study data were taken is similar to a normal distribution. In other words,
it tests the null hypothesis that there is no difference between the
sample distribution and a normal distribution. According to Norusis
(1992), however, it is almost impossible to find data that are exactly
normally distributed. When the sample size is large (greater than 30),
almost any goodness-of-fit test will result in rejection of the null hy
pothesis. For most statistical tests, according to Norusis, it is sufficient
that the data are approximately normally distributed. Such was the situa
tion with the t tests conducted for this study. For each test the signifi
cance level was less than .05, indicating that the sample distribution
was not exactly the same as the normal distribution. However, since the
actual departure of the Lilliefors statistic from normality was not great in
any of the tests, it was determined that the sample data were approx
imately normally distributed.
Independent Samples
If only one sample is being examined, random selection and as
signment provide the basis for making inferences about the population.
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When two samples are being compared, as they are in this study,
randomness also provides the basis for assuming that the samples are
independent from one another. Since a random sampling technique was
used to select subjects from both low success vocational programs and
high success vocational programs, it can be assumed that samples taken
from these study groups are independent. Also, this assumption can be
made since successful students are compared with unsuccessful stu
dents which precludes the likelihood of the same subjects appearing in
both groups.
Limitations and Weaknesses
According to Tinto (1987), a major limitation of most studies on
retention is that there is a tendency for them to be descriptive rather
than analytical and to take a cross-sectional view of the departure
process rather than a truly longitudinal one. The proposed study design
is descriptive yet takes a somewhat longitudinal view of the problem of
retention since it addresses the life of a student over the course of a
semester.
Tinto (1993) stated that descriptive, cross-sectional studies yield
information which indicates that a given type of student is more likely to
depart from the institution than another type, and/or that departers as a
group tend to share a given set of attributes which differ from those
shared by persisters in that institution. What such studies do not reveal,
however, are the processes leading to departure which give rise to those
descriptive facts. To study those processes one needs longitudinal data
which track each student from the point of entry to the point of
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departure. While this study proposes to do that, it is only over the
course of one semester and may, therefore, be less likely to pick up on
the above mentioned processes.
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CHAPTER IV
ANALYSIS AND EVALUATION
Data Analysis
The results from this study were tabulated with the use of the
Statistical Package for Social Sciences (SPSS) for Windows Base System
Release 5.0. Unless otherwise indicated, the statistical test used to
compare mean scale scores was the SPSS independent-samples t-test
procedure. The test used to analyze the results expressed as nominal
scale data was the SPSS chi-square test of independence. The results
are organized in Appendix K according to the study groups described
previously and based upon the variables which affect student persist
ence as delineated by Webb's (1988) model for student persistence.
Figure 3 in Chapter II illustrates the relationships that the variables in
Webb's model have with each other and with student persistence. Table
4 in Chapter II reviews the important variables of the model, as well as
lists the retention factors from the College Student Inventory (CSI,
Stratil, 1988) and the Student Satisfaction Inventory (SSI, Schreiner &
Juillerat, 1994) instruments according to which variable is addressed by
the factors.
Results from the study are presented here for each research
hypothesis stated in Chapter III. In this chapter, however, each research
hypothesis is presented as a null hypothesis to allow testing using signif
icance levels. Tables 11-14 contain comparisons for each of the
105
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measured retention factors for that study group. Those retention factors
which showed greater mean scores for the successful subjects than for
the unsuccessful subjects at probabilities (designated in the tables as £>)
of .05 or less may have positively influenced course outcome in that
study group. The three retention scores that may influence persistence if
the mean scores are lower are age, hours/week employed, and college
choice rank. Also, retention factors which are expressed as proportions
instead of mean scores might be influential if the chi-square test indicat
ed that a relationship between measures may have existed. With these
factors, simply having a probability of .05 or less indicates that the
factor may influence course outcome. Those factors expressed as pro
portions are denoted with a percentage sign in front of the factor name.
Each of these null hypotheses will be tested in order to prove the
following operational statement: Some mean scale scores or percentage
scores should be greater for students who successfully complete all
courses in the given time frame (with the exception of age, hours/week
employed, and college choice rank, which should be less for the same
group of students). This relationship between successful and unsuccess
ful students is expected in each of the four hypotheses tested in this
study.
Null Hypothesis Concerning Students in
High Success Vocational Programs
There will be no difference in mean scale scores or percentage
scores between students who successfully complete all courses and
students who do not successfully complete all courses when the stu
dents are taken from high success vocational programs.
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Table 11
Comparisons Made on Retention Factors for Subjects
Taken From High Success Programs
Retention factor

Group A

Group B

Samples

£

2.92

2.14

17/11

.157

Reading comp, score

12.70

12.10

17/11

.3 24

Reading vocab. score

12.20

13.00

17/11

.246

High school GPA

2.80

2.45

20/11

.110

Hours/week employed

2.80

3.40

13/07

.263

evening only

0.00%

0.00%

23/16

.999

% single marital

80.00%

73.00%

20/11

.391

% in own home

35.00%

60.00%

20/10

.517

Financial security

3.80

3.75

20/11

.425

Family support

3.87

3.76

20/11

.3 04

Financial aid

5.09

4.62

20/11

.105

Study habits

3.90

3.82

20/11

.297

Desire to finish

4.21

4.51

20/11

.043

Full-time status

57.00%

100.00%

23/16

.059

Initial impression

4.73

4.45

20/11

.243

Ease of transition

3.57

3.74

20/11

.1 94

Openness

3.99

4.23

20/11

.113

College choice rank

1.50

1.40

18/09

.148

Campus climate

5.24

4.86

20/11

.253

Student centeredness

5.41

4.91

20/11

.209

Respon. to diverse pop.

5.00

4.23

20/11

.0 1 0 *

% associate degree only

50.00%

44.00%

18/09

.586

9.75

9.00

20/11

.351

Writing score

%

Hours/week plans to study
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Table 11 —Continued
Retention factor

Group A

Group B

Samples

Career planning

3.72

3.83

20/11

.352

Intellectual interests

3.93

4.08

20/11

.109

Attitude toward educators

3.76

3.85

20/11

.110

Respon. to academic assist

2.98

3.83

20/11

.050

Respon. to career counsel

3.86

4.71

20/11

.315

Academic advising

5 .24

4.07

20/11

.164

Academic services

5.48

5.07

20/11

.076

Instructional effect.

5.85

5.23

20/11

.057

Registration effect.

5.73

4.80

20/11

.00 3 *

Current GPA

2.61

2.31

23/16

.169

Recep. to personal counsel

1.68

2.53

20.11

.028

Recep. to social enrich.

2.61

2.86

20/11

.324

Sociability

3.65

3.85

20/11

.102

Self-reliance

4.15

4.19

20/11

.416

Leadership

3.42

3.53

20/11

.229

Concern for individual

5.35

4.89

20/11

.165

% White students

100.00%

75.00%

23/16

.0 4 9 *

% female students

30.00%

75.00%

23/16

.611

% students > 25 years old

23.00%

44.00%

23/16

.0 49 *

3.81

3.63

20/11

.086

Academic confidence

Note. Group A = successful students. Group B - unsuccessful students.
< .05. The asterisks indicate which operational subhypotheses are
supported at an alpha level of .05. In other words, they indicate which
retention factors seem to contribute to a positive course outcome. Other
information such as scale range, number of missing cases, and number
of respondents can be found in Appendix K.
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Null Hypothesis Concerning Students in
Low Success Vocational Programs
There will be no difference in mean scale scores or percentage
scores between students who successfully complete all courses and
students who do not successfully complete all courses when the stu
dents are taken from low success vocational programs.
Table 12
Comparisons Made on Retention Factors for Subjects
Taken From Low Success Programs
Retention factor

Group A

Group B

Samples

£

3.73

2.00

20/12

.135

Reading comp, score

12.80

13.00

20/12

.415

Reading vocab. score

14.90

12.70

20/12

.007

High school GPA

2.98

2.80

20/10

.190

Hours/week employed

3.46

4.85

16/12

.027

% evening only

14.00%

47.00%

29/15

.061

% single marital

45.00%

60.00%

20/10

.056

in own home

87.00%

60.00%

22/10

.228

Financial security

3.75

3.78

20/10

.461

Family support

3.65

3.83

20/10

.190

Financial aid

5.00

4.60

22/11

.100

Study habits

3.73

3.71

20/10

.422

Desire to finish

4.06

4.32

20/10

.177

Full-time status

45.00%

40.00%

29/15

.802

4.71

4.74

20.10

.451

Writing score

%

Initial impression
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Table 12--Continued
Retention factor

Group A

Group B

Samples

£

Ease of transition

3.55

3.67

20/10

Openness

3.79

3.97

20/10

.084

College choice rank

1.08

1.40

20/08

.0 4 2 *

Campus climate

5.25

4.7 2

22/11

.084

Student centeredness

5.31

4.67

22/11

.001 *

Respon. to diverse pop.

4.75

3.83

22/11

.0 3 5 *

% associate degree only

45.00%

43.00%

18/07

.827

Hours/week plans to study

12.00

10.20

20/10

.185

Career planning

3.30

3.44

20/10

.140

Intellectual interests

4.04

3.78

20/10

.138

Att. toward educators

3.75

3.81

20/10

.105

Respon. to academic assist.

2.52

3.55

20/10

.222

Respon. to career counsel

3.33

4.28

20/10

.280

Academic advising

4.32

4.61

22/11

.183

Academic services

4.94

4.78

22/11

.330

Instructional effect.

5.59

4.68

22/11

.0 0 2 *

Registration effect.

5.45

4.9 4

22/11

.138

Current GPA

3.20

2.30

29/15

.0 0 1 *

Recep. to personal counsel

1.48

2.08

20/10

.026

Recep. to social enrich.

2.11

2.65

20/10

.158

Sociability

3.56

3.58

20/10

.471

Self-reliance

4.06

3.98

20/10

.385

Leadership

3.55

3.45

20/10

.360

.

.196
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Table 12--Continued
Retention factor

Group A

Group B

Samples

B.

5.32

4.66

22/11

.0 4 5 *

% White students

90.00%

73.00%

29/15

.112

% female students

76.00%

40.00%

29/15

.584

% students > 25 years old

79.00%

47.00%

29/15

.005

3.71

3.55

20/10

.166

Concern for individual

Academic confidence

Note. Group A = successful students. Group B - unsuccessful students.
*E < .05. The asterisks indicate which operational subhypotheses are
supported at an alpha level of .05. In other words, they indicate which
retention factors seem to contribute to a positive course outcome. Other
information such as scale range, number of missing cases, and number
of respondents can be found in Appendix K.
Null Hypothesis Concerning Special Population
Students in All Vocational Programs
There will be no difference in mean scale scores or percentage
scores between special population students who successfully complete
all courses and special population students who do not successfully
complete all courses when taken from all vocational programs.
Table 13
Comparisons Made on Retention Factors for Special Population
Students Taken From Vocational Programs
Retention factor
Writing score
Reading comp, score

Group A

Group B

Samples

e

3.47

2.33

21/13

.078

12.60

12.30

21/13

.367
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Table 13--Continued
Retention factor

Group A

Group B

Samples

13.90

13.40

21/13

High school GPA

2.83

2.39

23/14

.028*

Hours/week employed

2.93

4.30

18/12

.014*

% evening only

12.00%

10.00%

26/20

.718

% single marital

39.00%

64.00%

23/14

.026*

% in own home

81.00%

53.00%

21/15

.015*

Financial security

3.63

3.75

23/14

.294

Family support

3.65

3.71

23/14

.370

Financial aid

5.24

4.86

23/15

.150

Study habits

3.75

3.79

23/14

.398

Desire to finish

4.10

4.38

23/14

.061

Full-time status

35.00%

80.00%

26/20

.184

Initial impression

4.79

4.78

23/14

.489

Ease of transition

3.56

3.76

23/14

.127

Openness

3.90

4.15

23/14

.075

College choice rank

1.20

1.40

21/13

.242

Campus climate

5.34

4.82

23/15

.082

Student centeredness

5.45

4.96

23/15

.070

Respon. to diverse pop.

4 .84

4.02

23/15

.030*

Associate degree only

55.00%

80.00%

20/10

.012*

Hrs/wk plans to study

11.74

11.00

23/14

.341

Career planning

3.29

3.42

23/14

.113

Intellectual interests

3.85

3.96

23/14

.209

Reading vocab. score

&
..3 0 4
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Table 13--Continued
Retention factor

Group A

Group B

Samples

£

Att. toward educators

3.73

3.87

23 /14

.095

Respon. to academic assist.

2.89

3.63

2 3/1 4

.207

Respon. to career counsel

3.67

4 .1 4

23/14

.185

Academic advising

4.79

4.07

23/15

.0 4 0 *

Academic services

5.29

5.01

23/15

.163

Instructional effect.

5.71

5.09

23/15

.0 4 7 *

Registration effect.

5.54

4.89

23/15

.0 4 2 *

Current GPA

3.01

2.41

26/20

.0 0 5 *

Recep. to personal counsel

1.57

2.42

23/14

.007

Recep. to social enrich.

2.37

2.89

23/14

.151

Sociability

3.57

3.67

23/14

.305

Self-reliance

4.06

4.1 4

23/14

.361

Leadership

3.37

3.50

23/14

.273

Concern for individual

5.37

4.63

23/15

.052

% White students

92.00%

65.00%

26/20

.0 3 7 *

% female students

77.00%

55.00%

26/20

.275

% students > 25 years old

50.00%

70.00%

26/20

.181

3.64

3.56

23/14

.307

Academic confidence

Note. Group A = successful students. Group B - unsuccessful students.
< .05. The asterisks indicate which operational subhypotheses are
supported at an alpha level of .05. In other words, they indicate which
retention factors seem to contribute to a positive course outcome. Other
information such as scale range, number of missing cases, and number
of respondents can be found in Appendix K.
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Null hypothesis Concerning Nonspecial Population
Students in All Vocational Programs
There will be no difference in mean scale scores or percentage
scores

between

nonspecial

population students

who

successfully

complete all courses and nonspecial population students who do not
successfully complete all courses when taken from all vocational pro
grams.
Table 14
Comparisons Made on Retention Factors for Nonspecial
Population Students Taken From Vocational Programs
Retention factor

Group A

Group B

Samples

&

3.25

1.75

17/09

.121

Reading comp, score

12.90

12.70

17/09

.448

Reading vocab. score

13.00

11.70

17/09

.233

High school GPA

2.91

2.79

17/07

.333

Hours/week employed

3.62

3.80

11/07

.445

% evening only

15.00%

18.00%

26/11

.835

% single marital

59.00%

71.00%

17/07

.204

% in own home

47.00%

71.00%

19/07

.168

Financial security

3.97

3.79

17/07

.298

Family support

3.91

3.96

17/07

.425

Financial aid

4 .92

4.10

19/07

.125

Study habits

3.90

3.73

17/07

.139

Desire to finish

4.18

4.50

17/07

.139

Full-time status

62.00%

55.00%

26/11

.950

Writing score
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Table 14—Continued
Retention factor

Group A

Group B

Samples

g

Initial impression

4 .64

4.21

17/07

. .153

Ease of transition

3.55

3.59

17/07

.436

Openness

3.87

4.02

17/07

.162

College choice rank

1.38

1.40

15/06

.467

Campus climate

5.09

4.76

19/07

.331

Student centeredness

5.39

4.62

19/07

.089

Respon. to diverse pop.

5.17

4.8 4

19/07

.243

% associate degree only

40.00%

29.00%

15/07

.115

Hours/week plans to study

9.71

7.29

17/07

.107

Career planning

3.80

4.09

17/07

.235

Intellectual interests

4.18

3.88

17/07

.110

Att. toward educators

3.78

3.76

17/07

.138

Respon. to academic assist.

2.56

3.83

17/07

.035

Respon. to career counsel

3.49

5.23

17/07

.012

Academic advising

5.15

3.89

19/07

.081

Academic services

5.35

4.80

19/07

.183

Instructional effect.

5.82

4.82

19/07

.040*

Registration effect.

5.87

4.84

19/07

.016*

Current GPA

2.76

2.08

26.11

.108

Recep. to personal counsel

1.59

2.12

17/07

.147

Recep. to social enrich.

2.35

2.50

17/07

.393

Sociability

3.65

3.82

17/07

.212

Self-reliance

4.17

4.00

17/07

.222
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Table 14—Continued
Retention factor

Group A

Group B

Samples

£

Leadership

3.65

3.48

17/07

.189

Concern for individual

5.44

4.42

19/07

.069

% White students

100.00%

73.00%

26/11

.0 4 1 *

% female students

27.00%

82.00%

26/11

.802

% students > 25 years old 38.00%

27.00%

26/11

.379

3.64

17/07

.086

Academic confidence

3.91

Note. Group A = successful students. Group B - unsuccessful students.
*ja < .05. The asterisks indicate which operational subhypotheses are
supported at an alpha level of .05. In other words, they indicate which
retention factors seem to contribute to a positive course outcome. Other
information such as scale range, number of missing cases, and number
of respondents can be found in Appendix K.
Data Evaluation
This section will present interpretations based upon the data
accumulated during the course of this study. The premise of these inter
pretations is that if the successful study groups obtained a greater mean
score (or lesser score if addressing age, college choice rank, or
hours/week employed) for a particular retention factor, it is an indication
that the factor itself was possibly influential in determining the success
ful course outcome. Similarly, if the chi-square test for a retention factor
expressed as a proportion was significant, the data which characterize
the successful study groups will be considered influential in determining
successful course outcome. Finally, the ability of Webb's (1988) model
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of student persistence to determine the effect of retention factors upon
persistence will be evaluated. It is expected that those retention factors
which are predicted to have a primary effect on persistence will be most
influential in determining successful course outcomes. The following four
sections are based upon the four hypotheses stated earlier and will serve
to organize the data evaluation. A fifth section is presented to consider
some of the differences seen between each of the four study groups
without regard to a particular hypothesis.
Significant Differences on Retention Factors
for High Success Vocational Programs
Interestingly, there were only a few retention factors which were
associated with successful students more than unsuccessful students
when taken from the high success vocational programs at Muskegon
Community College (MCC) (see Table 15). Two of the retention factors
were student related (race and age), and two were institution related
(responsiveness to diverse populations and registration effectiveness).
Table 15
Retention Factors Which May Positively Influence Course
Outcomes for Students in High Success Programs
Retention factors
Responsiveness to diverse populations
Registration effectiveness
Race (White > non-White)
Age (younger > older)
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On average, the students from high success vocational programs who
successfully completed all courses taken in Fall 1995 were about 5
years younger than the students from the same programs who did not
successfully complete at least one course during that time period. Also,
the successful students from this same population had a greater propor
tion of White students than the unsuccessful students.
Neither race nor age were demonstrated to affect student persist
ence according to Pantages and Creedon (1978). Similarly, when Tinto
(1993) summarized the factors of attrition, age and race (as well as sex)
were not considered to influence a student's decision to leave college.
Webb's (1988) model does include these two factors, but only as having
a secondary effect on persistence. The question, then, is why do race
and age seem to make a difference between these two study groups?
For one thing, this study is looking specifically at course outcomes
and not necessarily student attrition. In other words, students who do
not complete all courses in a particular semester are not necessarily
going to leave the college. Also, students who eventually leave the
college do not necessarily fail to complete all courses in a particular
semester. Therefore, it may be that age and/or race influences course
outcomes even though previous studies have not linked these two fac
tors to overall student persistence. If this were true, however, one might
expect these factors to show some influence in the other study groups
discussed later. With one exception, this expectation has not been real
ized.
Another interpretation would be to look at Tinto's (1993) concept
of incongruence as a retention factor. As stated earlier, incongruence is
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a lack of institutional fit. It may occur for a variety of reasons, but it
always results in a lack of integration of the student into the academic
social world of college life. Two reasons for incongruence may be age
and race. Although Tinto did not specifically mention these as reasons
for incongruence, one can easily see the connection. If a student is older
than the other students, it may be difficult to "mix" with the class and
feel connected to the learning process. The same may be true of a nonWhite student who is in a class where at least 80% to 90% of the
students are Caucasian. One problem with this interpretation is that the
population representing low success programs had similar percentages of
older students and non-White students, yet neither race nor age seems
to influence course outcome for those study groups.
Another factor which is associated with positive course outcomes
for students from high success programs was the perception of students
about the responsiveness of the institution to diverse populations. As
stated by Noel/Levitz (see Appendix F), the retention scale "responsive
ness to diverse populations" assesses the institution's commitment to
specific groups of students such as underrepresented populations,
students with disabilities, commuters, part-time students, and older,
returning learners. It is interesting to note that successful students gave
a higher rating to this institution quality than did the unsuccessful stu
dents. Might it be that the unsuccessful students, who are both older
and less homogeneously White, did not feel that the institution respond
ed adequately to their needs. If so, this observation would concur with
the interpretation above which stated that a lack of institutional fit may
have contributed to the lack of success regarding course outcomes. In
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other words, incongruence may have been a factor of retention for the
group who were older and less proportionally White since this same
group rated the institution's ability to respond to their needs as being
less than that perceived by successful students.
Finally, the successful students seemed more impressed with the
institution's registration effectiveness than were the unsuccessful stu
dents. As stated by the developers of SSI (Appendix F), this retention
scale assesses issues associated with registration and billing. It also
measures the perception of how smooth and effective the process of
registration is. For some reason, this particular retention factor has been
associated with positive course outcomes in three of the four compari
sons made in this study. It seems fairly evident that successful students
regard the registration process more favorably than unsuccessful stud
ents.
At least one reason may be satisfactory in explaining this phe
nomenon. Beal and Noel (1980) claimed that institutional factors, includ
ing orientation and adequate communication, contributed to student
retention. Included in this statement could be the influence of registra
tion effectiveness on student retention. Possibly one of the most confus
ing processes to undergo for newer students is the process of registra
tion. Those students to whom the process seems puzzling and threaten
ing are less likely to adjust to the new environment of the college. Tinto
(1993) also alludes to this concept by stating that adjustment problems
contribute to college attrition. One source of adjustment problems is the
inability to separate from past adjustments, such as high school life or
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work and family life. A registration process that seems to be unwelcom
ing can be a major block to adjustment.
Significant Differences on Retention Factors for
Low Success Vocational Programs
Looking at the results for this study group, there are four studentrelated retention factors and four institution-related factors associated
with positive course outcomes (see Table 16). The four student-related
factors are reading vocabulary score, college choice rank, hours/week
employed, and current GPA. The four institution-related factors are
student centeredness, responsiveness to diverse populations, instruc
tional effectiveness, and concern for the individual.
Table 16
Retention Factors Which May Positively Influence Course
Outcomes for Students in Low Success Programs
Retention factors
Reading vocabulary score
Hours/week employed (less hours > more hours)
College choice rank
Student centeredness
Responsiveness to diverse populations
instructional effectiveness
Current GPA
Concern for the individual
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In the population of students who were enrolled in low success
vocational programs during Fall Semester 1995, having a higher reading
vocabulary score was associated with positive course outcomes. Those
students in this study group who succeeded in completing all courses
taken during that semester had an average reading vocabulary score that
was over two grade levels higher than those students who did not
complete all courses. Empirically, this observation does not seem surpris
ing. After all, it seems self-evident that students who read and write
better than other students ought to be more successful in completing
courses than those students. Furthermore, Pantages and Creedon (1978)
reviewed years of attrition research and found that the most significant
single predictors of attrition were academic factors. These factors of
attrition included high school GPA, high school rank in class, and scho
lastic aptitude measures (of which placement tests are a facsimile). If it
is true, however, that placement tests are so influential in affecting
college attrition and possibly even course outcomes, why is this the only
study group in this study that points to the placement exam as one of
the influential factors of successful course outcomes? In other words,
why aren't any of the placement exams implicated as determinants of
course outcome in this study except for this group of students?
One possible explanation is that poor reading and writing skills
may have more of an effect on a student's decision to continue school
than on a student's ability to complete a particular course. That is, a lack
of these skills may prevent a student from becoming academically in
tegrated into the college system, but not actually cause the student to
fail or withdraw from a particular course. One of the reasons why this
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may be so is that instructors of those courses often work harder with
those who are less skilled in order for them to complete the course.
Perhaps this explains why this same study group revealed that unsuc
cessful students were less satisfied with instructional effectiveness than
the successful students. If instructors were less effective (as perceived
by the students), then that might explain why students with less skills in
reading vocabulary might do more poorly in a particular course than
other students.
College choice rank is a measure of student/college fit, which is
considered to have a primary effect on persistence according to Webb's
(1988) model. Although several of Webb's original indicators of student
persistence were substituted with different but similar indicators so that
the CSI and SSI instruments would be used in this study, the college
choice rank is actually listed in Webb’s publication describing his model
of student persistence. It should not be surprising, therefore, that it is
associated with positive course outcomes in this study. But again, this is
the only study group in which this factor shows up as being an import
ant factor of course completion. Why does college choice rank seem to
affect the student/college fit enough to also affect particular course
outcomes only for students in low success vocational programs?
In answering this question, it may be helpful to note that the low
success vocational program study group had the lowest average score
for openness on the CSI instrument. In fact, the independent t test
showed that the mean scale score for openness is lower for students in
low success vocational programs than for students in high success
programs (see Appendix K). According to the CSI handbook (see
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Appendix D), openness is a measure of the student's tendency to be
open to new ideas and to the sensitive and sometimes threatening
aspects of the world (in this case, the "world" could be construed as the
world of college life). It is also considered to be another indicator of
student/college fit. If it is true that the students in the low success
vocational program study group are less open to the world of college
life, it would help explain why college choice rank might have a greater
effect on course outcome with this group. If a student who is not as
open to new ideas is not totally committed to his choice of college, it
could mean that the student may be less likely to "stick it out" and
complete all the courses in which he originally enrolled.
Another reason why college choice rank might have a greater
effect on students in low success vocational programs is that there are
slightly more part-time students in low success vocational programs
(91% ) than in high success vocational programs (88%). Full-time/part
time status is an indication of goal commitment according to Webb's
model. According to Pascarella and Chapman (1983), goal commitment
has a stronger effect than institutional commitment (which is represent
ed in part by college choice rank) on student persistence in 2-year col
leges. Since students in low success vocational programs, both success
ful and unsuccessful, may tend to have less goal commitment (and may
therefore be less persistent) than the rest of the school population, it
may also be that college choice rank (usually a minor factor in 2-year
colleges) might influence these students just enough to actually affect
course outcomes.
This particular study group also seemed to be affected by how
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many hours per week a student was employed. In other words, the more
hours per week students worked, the more likely it was that they would
not successfully complete all the courses in which they enrolled at the
beginning of the semester. When Tinto (1993) classified the various
factors that influence student departure, he listed them as student fac
tors, institutional factors, and extraneous factors. Extraneous factors
include obligations outside of school work and personal finances. Of the
extraneous factors, employment seems to have the greatest negative
influence on attrition (Lang & Ford, 1988). Also, hours/week employ
ment is one indicator of student persistence classified as external envi
ronment in Webb's model, where it is expected to have a primary effect
on student persistence. Therefore, it is not unexpected that this factor
would be associated with course outcomes. But employment only seems
to be a problem for students in low success vocational programs and for
special population students in all vocational programs. Why wasn't this
factor associated with course outcomes for students enrolled in high
success vocational programs and for nonspecial population students?
One explanation might be that those students who were enrolled
in low success vocational programs and those who were classified as
special population students felt a greater pressure to work than those
students in the other study groups. For example, a larger proportion of
students in low success vocational programs were married and lived in
their own homes as opposed to their parents' homes (see Appendix K).
Also, most special population students are so classified at least in part
because of economic difficulties. Perhaps students who need to work
are more distracted from school work than those students who want to
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work, even though there is no significant difference between the two
groups in terms of average hours per week of employment. While this
might sound reasonable, it has not been borne out by past studies. In
fact, Tinto (1993) stated that financial pressure is more likely tolerated
by people with greater commitment. Also, it seems that financial woes
are often more peripheral to the real reason for student departure
(St. John et al., 1991). Nevertheless, this study reveals that time spent
working is associated with course outcomes for at least two of the
study groups. Why all study groups weren't affected is still uncertain.
The last of the student-related retention factors shown to be
associated with course outcomes for low success vocational program
students in this study is current GPA. Webb's (1988) model (as inter
preted by the researcher) shows that current GPA might be an indicator
for academic integration, which is considered to have a secondary effect
on student persistence. Part of the problem with using current GPA as
an indicator of student persistence in a particular course is that a stu
dent's grade is the primary measure of whether or not the student was
successful in the course. In other words, it is logical that the average
GPA will be lower for a group of unsuccessful students than it would be
for a group of successful students if the criteria for determining success
is a student's grade. It is the researcher's supposition that all study
groups would have revealed that successful students had a greater
average GPA than unsuccessful students if larger samples had been
taken from the target populations.
The institution-related retention factors which were associated
with course outcomes for students in low success vocational programs
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come from all three aspects of Webb's model for student persistence.
The unsuccessful students from this study group felt that the institution
was not as student-centered or responsive to diverse populations as the
successful students perceived it to be. These differences might be an
indication

that

the

unsuccessful

students

experienced

less

of

student/college fit than the successful students. Also, the unsuccessful
students felt that the instructors were less effective (an indication of
academic integration) and the institution showed less concern for the
individual (an indication of social integration as well as student/college
fit) than the successful students.
If all four study groups are looked at together (high success voca
tional programs, low success vocational programs, special population
students, and nonspecial population students), there are only three
retention factors that are associated with course outcomes in three of
the four groups. These retention factors are responsiveness to diverse
populations, registration effectiveness, and instructional effectiveness. If
each of the study groups is looked at more closely, it may be evident
that each of these three retention factors may be associated with course
outcomes in all study groups (see Table 17).
As can be seen in Table 17, each of the study groups that did not
reveal a significant difference between mean scale scores had fairly low
significance levels. It is the supposition of the researcher that larger
samples would have revealed actual differences between mean scale
scores for all four study groups concerning each of the three retention
factors mentioned above. If so, these results would be consistent with
previous theories on student persistence in 2-year commuter colleges.
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Table 17
Study Results for Three Retention Factors
Group

Successful

Unsuccessful

Probability

SSI: Responsiveness to diverse populations
High

5.00

4.23

.010

Low

4.75

3.83

.035

Special

4.84

4.02

.030

Nonspecial

5.17

4.84

.243

SSI: Instructional effectiveness
High

5.85

5.23

.057

Low

5.59

4.68

.002

Special

5.71

5.09

.047

Nonspecial

5.82

4.82

.040

SSI: Registration effectiveness
High

5.73

4.80

.003

Low

5.45

4.94

.138

Special

5.54

4.89

.042

Nonspecial

5.87

4.84

.016

Note. The numbers in the successful and unsuccessful columns repre
sent mean scale scores measured on a scale of 1-7.
Studies have shown that academic integration appears to have greater
effects on dropout than does social integration (Pascarella & Chapman,
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1983; Pascarella & Wolfe, 1985). Also, Bean and Metzner's (1985)
model of student persistence for nontraditional students, as well as
Webb's model (1988), show that social integration plays less of a role in
student persistence than academic integration in 2-year colleges..
Registration effectiveness and instructional effectiveness are both
indicators of academic integration in Webb's (1988) model. Since these
two retention factors appear to be influential in determining course out
comes, this study seems to corroborate these earlier theories. What is
puzzling, however, is that Webb's model states that academic integra
tion has only a secondary effect on persistence. According to the results
of this study, academic integration (as represented by instructional and
registration effectiveness) appear to have a primary effect on course
outcomes. Perhaps the reason for this contrast is that determinants of
successful course outcomes are not necessarily the same as determi
nants of college persistence. Further study on the relationship between
course outcomes and student persistence is needed to shed light on this
disparity.
The explanation for why students in high success vocational
programs might be affected by an institution's responsiveness to diverse
populations does not seem to apply to students in low success voca
tional programs. It may be that the unsuccessful students perceived
themselves as being a part of that diverse population even though there
was no difference between them and the successful students regarding
underrepresented populations, part-time status, and so forth. This inter
pretation may be supported by the fact that two other retention factors
appeared to influence course outcomes in this study group: student
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centeredness and concern for the individual. According to Noel/Levitz
Centers (1993), student centeredness measures the extent to which
students feel welcome and valued, while concern for the individual
assesses school personnel who frequently deal with students on a
personal level. Both factors look at how the individual is treated by the
institution. It appears that the unsuccessful students in this study group
did not feel as well treated as the successful students. When students
are doing poorly in a course, it can seem as though the world is against
them. Since most students in the low success vocational programs are
actually part of a diverse population (most are older, all are commuting,
90% are part-time, etc.), it is not difficult to see that the unsuccessful
students would see the institution as being unresponsive to their diverse
needs.
Significant Differences on Retention Factors for Special
Population Students in Vocational Programs
In the case of students enrolled in low success vocational pro
grams and the case of all vocational students who are also special
population students, there were several retention factors which are
associated with successful students more than unsuccessful students.
Furthermore, these two study groups shared four retention factors which
were associated with course outcome (hours/week employed, respon
siveness to diverse populations, instructional effectiveness, and current
GPA). These corresponding findings may lead one to ask whether or not
the sample from low success vocational programs had a much greater
proportion of special population students than the sample from high
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success vocational programs. If so, it would explain why the two study
groups seem so similar when examining influential retention factors.
However, students selected from low success vocational programs had
only a slightly greater proportion of special population students than high
success programs (see Table 18).
Table 18
Proportion of Vocational Students in the Study Who Were
Also Special Population Students
High success

Low success

Students
n
All students

49

Special population students

21

%

n

%

54
43

26

48

Looking at the results for the special population students who
were enrolled in all vocational programs during Fall Semester 1995, it
seems that there are seven student-related retention factors and four
institution-related factors associated with course outcome (see Table
19). The seven student-related factors are high school GPA, hours/week
employed, marital status, housing, degree sought, current GPA, and
race. The four institution-related factors are responsiveness to diverse
populations, academic advising, instructional effectiveness, and registra
tion effectiveness.
The first student-related retention factor to look at is the average
high school GPA. The average high school GPA for successful students
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Table 19
Retention Factors Which May Positively Influence Course
Outcomes for Special Population Students in
Vocational Programs
Retention factor
High school GPA
Hours/week employed (less hours > more hours)
Marital status (married > single)
Housing (own home > parents' home)
Responsiveness to diverse populations
Degree sought (bachelor/master's > associate)
Academic advising
Instructional effectiveness
Registration effectiveness
Current GPA
Race (White > non-White)

in this study group was almost half a grade higher than the unsuccessful
students. It appears that students with higher precollege achievement
will tend to be more successful in completing courses than those with
lower precollege achievement. In Webb's (1988) model, the high school
GPA is one of the indicators of precollege achievement. Also, precollege
achievement is considered by the model to have a primary effect on
student persistence.
This is not unlike the situation discussed previously for students in
low success vocational programs. Unsuccessful students in low success
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vocational programs had lower reading vocabulary scores (another indi
cator of precollege achievement). It seemed as though the lack of suc
cess in course completion could be traced to poor placement scores,
until it was pointed out that no other study groups had such a relation
ship between placement scores and unsuccessful students. The same
situation appears to be manifesting itself in this study group. In this
case, there are no other study groups that have a relationship between
high school GPA and unsuccessful students similar to the one revealed in
this study group. As stated previously, a better explanation seems to lie
with the fact that this study group also shows a similar relationship
between instructional effectiveness and unsuccessful students. As with
the students in the low success vocational program, it may be that the
real difference between successful and unsuccessful students may lie
with instructional effectiveness and not with precollege achievement.
This is because effective instructors often work harder with those who
are less skilled in order for them to complete the course. While even
effective instructors will not be able to help all students overcome skill
and knowledge deficiencies, they apparently can do enough to eliminate
precollege achievement as an inevitable cause of unsuccessful course
outcomes.
Explanations for why hours per week employed might affect
course outcomes have been given during the discussion about low
success vocational programs. It was determined that having a greater
need to work may increase the tension that comes with spending more
time away from school, thereby contributing to the possibility that the
student may have to withdraw or fail a particular course. It is interesting,
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however, that the successful students in this study group were more
likely to be married and to live in their own home. Cope and Hannah
(1975) stated that women were more likely to leave college because of
marriage, while men were more likely to persist in college for marriage.
Since the special population students are 62% female, these data seem
to conflict with earlier studies. However, since all of the study groups
have a female majority and since none of the other groups seem to be
affected by marriage status, there must be another explanation for this
apparent relationship between marriage and successful course comple
tion.
One possible interpretation is that special population students
might be more in need of a marital relationship for both emotional and
financial support. Perhaps the nonspecial population students can func
tion as well being single (even with children) as they can being married.
This might be so because their financial needs are being met somehow
(and therefore are not economically disadvantaged) or because they have
confidence in their academic abilities (i.e., they are not academically
disadvantaged). If a marital relationship is more helpful for special popu
lation students, it would make sense that a greater proportion of married
special population students would succeed in completing all courses in a
given semester. Also, the fact that there is a greater proportion of
successful students who live in their own homes might simply reflect the
reality that most married folks live in their own homes. The problem with
this conclusion is that it is not supported by the mean scale scores for
sense of financial security and family emotional support, two retention
factors that were measured by the CSI instrument. For both factors, the
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successful group of special population students apparently had no more
sense of financial security or emotional support than the unsuccessful
students. One would think that if more of the successful students were
married, and if marriage lent some sense of financial security or emo
tional support to the students, the successful group should say that they
feel more financially secure or emotionally supported. However, feeling
more financially secure or emotionally supported is not necessarily the
same as being more secure or supported. Even though the successful
students did not feel any more secure or supported than the unsuccess
ful students, the fact that they were able to stick it out and complete all
of their course may indicate that they were in fact more secure and
supported.
The other three student-related retention factors that were asso
ciated with the success of special population students are current GPA,
race, and degree sought. Two of these retention factors were associated
with course outcomes in the other three study groups (all except for
degree sought).
Stated earlier was the supposition by the researcher that current
GPA mean scores are probably higher for successful students in all four
study groups and would have appeared so if larger samples would have
been used. This is because the current GPA is part of the criteria used to
distinguish between successful and unsuccessful students. When race
was discussed as a possible influential factor in determining course
outcome, it was concluded that it contributed to a sense of incon
gruence between the student and the institution, a situation that Tinto
(1993) claimed will lead to college attrition. The question still remains as
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to why two of the study groups (low success and nonspecial population)
did not reveal race to be a factor in determining course outcome. It may
simply be because there were just a few non-White students in the
study overall, thus not allowing a difference to manifest itself. A larger
sample of non-White students might have revealed such a difference and
thereby lend some support to this concept of congruence.
In Webb's (1988) model of student persistence, academic intent is
considered to have a secondary effect on persistence. One measure of
academic intent is the degree sought by the student. Presumably, the
higher the degree sought, the greater the academic intent and the great
er likelihood of student persistence. Unfortunately, this factor has not
proven to be significant in all but this study group. One interpretation is
that degree sought is generally not a determinant of course outcome and
may have appeared to be so in this study group because of three mas
ter's degrees being sought in the successful group and none being
sought in the unsuccessful group. Dealing with four separate pieces of
nominal data (associate, bachelor, master's, and doctorate degrees) has
probably confused the process of statistical analysis. While the dif
ference between not wanting a degree at all and seeking some type of
degree might be significant in determining course outcome, it is not
likely that the type of degree sought would cause a person to be suc
cessful or unsuccessful.
There are four institution-related retention factors that are asso
ciated with course outcomes for the special population student. These
factors are responsiveness to diverse populations, academic advising,
instructional effectiveness, and registration effectiveness.
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Three of these four retention factors

(all

except academic

advising) have appeared in three of the four study groups (and may have
appeared in all four study groups if the sample sizes were larger). As
stated earlier, it is likely that responsiveness to diverse populations,
instructional effectiveness, and registration effectiveness are retention
factors that are always associated with course outcome when dealing
with students who are taking vocational courses in the community col
lege setting. As such, it is probably not necessary to determine why
these factors were influential in this particular study group.
Academic advising is an institution-related retention factor that
appears only in this study group. According to Noel/Levitz Centers
(1993), the academic advising mean scale score is a measure that eval
uates academic advisors on the basis of their knowledge, competence,
and personal concern for student success, as well as their approachability. A higher mean scale score for successful students than for un
successful students seems to suggest that those who perceived the
advising to be better also seemed to do better at completing courses. If
one assumes that the perception of better advising corresponds with the
actuality of better advising, it can be assumed that the successful
students received better advising and, therefore, were more likely to
complete their courses. If this is so, one interpretation of these data
would be that special population students are more responsive to effec
tive academic advising and that this factor may make the difference
between succeeding and not succeeding at completing courses in a
particular semester.
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Significant Differences on Retention Factors for Nonspecial
Population Students in Vocational Programs
There were only three retention factors that were associated with
course outcomes for nonspecial population students, two of which are
institution-related: instructional effectiveness and registration effective
ness (see Table 20). As stated earlier, it is probable that these two
factors would have been associated with course outcomes for all four
study groups if the sample sizes were larger. This is because there were
only three factors that were associated with course outcomes in three of
the four groups (the third factor was responsiveness to diverse popula
tions). Since there is no obvious reason that these factors did not show
up in all four study groups, it is probable that the sample sizes were
simply not large enough. Therefore, an interpretation is not necessary to
explain why these factors have manifested in this study group since they
are expected to have an influence in any study group taken from a
population of community college students enrolled in vocational pro
grams.
Table 20
Retention Factors Which May Positively Influence Course
Outcomes of Nonspecial Population Students
in Vocational Programs
Retention Factors
Instructional effectiveness
Registration effectiveness
Race
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The above assumption would expect to see all three factors
(including responsiveness to diverse populations) in this study group as
well, and yet there are only two. One explanation may be that this is a
group of nonspecial population students and are therefore not likely to
be as diverse as the other three study groups. If this were the case, then
a lack of diversity would negate the effect that responsiveness to di
verse populations would have on course outcomes and student persist
ence. Nevertheless, it is still the supposition of the researcher that this
factor would have appeared as a significant determinant of course
outcome if the sample size were larger.
Significant Differences on Retention Factors for
Each of the Four Study Groups
This section does not address any of the stated hypotheses. It is
presented here only for the sake of comparison and interest. This infor
mation was taken from the study results presented in Appendix K. Table
21 gives the retention factors which were more prominent in each of the
four study groups when that group was compared to its opposite group
(i.e., high success group versus low success group, special population
group versus nonspecial population group).
Instrument Analysis and Evaluation
As stated in the previous chapter, one way to assure that the
survey instruments are producing valid information is to look at the same
questions from different perspectives. In so doing, one might ascertain
that the original data corresponds with the new data and thereby
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Table 21
A List of Retention Factors Whose Scores Were Greater
in One Study Group Than the Opposite Study Group
Retention factors
High success vocational program:
Writing score
Marital status

(more were single)

Housing

(more lived with parents)

Full-time/part-time

(more were full-time students)

Openness
Career planning
Academic services
Low success vocational program:
Reading vocabulary score
Current GPA
Age

(older average age)

Special population students:
Sex

(more were female)

Nonspecial population students:
Career planning
Note. The same tests for statistical analysis were used to compare
measures between study groups with the exception of the t-test
procedure. Since the direction of the differences were not of importance
when comparing measures between study groups, the two-tailed test
was used instead of the one-tailed test (which was used to test each of
the four hypotheses).
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conclude that the instruments used in the study actually produced valid
information about the study sample. In this study, both the CSI and the
SSI instruments were used to assess students in vocational programs at
MCC. Appendix L presents the results of two sets of interviews con
ducted specifically for the purpose of verifying the information gathered
by these two instruments. The following sections will present an analy
sis and evaluation for both instruments based upon these interview
results.
CSI Instrument Analysis
The CSI instrument assessed the students for student-related
retention factors. That is, this instrument evaluated the skills and at
titudes of the students that help a student persist in college. The infor
mation gathered by this instrument was verified by interviewing the
instructors of each of the students who completed the survey. In es
sence, the researcher sought to compare the instructors' evaluations of
their students’ skills and motivation for student persistence with results
of the CSI survey. The interview schedule, how it was constructed, and
pertinent communications are given in Appendix G. The results of the
interviews with the instructors are given in Appendix L.
CSI Instrument Evaluation
Generally speaking, it is possible to determine from the answers
given by the instructors whether they viewed the question either nega
tively or positively. When most of the comments are of a negative
nature, then the overall impression was assumed to be negative and
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vice-versa. The responses of the students can be similarly assessed
simply by looking at the mean scale score for that particular retention
factor. If the mean scale score is less than 4.00, it has negative implica
tions and if it is greater than 4.00, it has positive implications.
This evaluation process was conducted by comparing the verbal
responses of the instructors with the mean scale scores of the respond
ents. If the verbal responses and the mean scale scores are either both
negative or both positive, a correlation was said to exist between the
instructors’ perspectives and the respondents’ perspectives. If one
perspective is negative in nature and the other positive, no correlation
was said to exist. The assumption is that when the perspectives com
pare similarly, the instrument has provided an accurate assessment of
that particular retention factor. When the perspectives do not compare
favorably, the claim to accuracy for the instrument cannot be as confi
dently made. Table 22 presents those retention factors which were
viewed similarly by both instructors and students. It also contains those
retention factors which were not viewed similarly. See Appendix L to
recall which questions represent which retention factors.
As is evident in Table 22, instructors and respondents agreed on
the assessment of most of the retention factors. Based upon this evalua
tion of the CSI instrument, the results produced by the CSI are probably
a fair description of the student-related retention factors present in the
subjects of this study.
Although it is difficult to do so with any degree of accuracy or
validity, it is interesting to conjecture why some of the retention factors
were not assessed similarly. Three of the retention factors were not seen
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Table 22
Retention Factors Viewed Similarly or Not Similarly by
Instructors and Students
High success programs

Low success programs

Retention factors viewed similarly by instructors and students
Career planning (-)

Career planning (-)

Desire to finish {+ )

Desire to finish (+ )

Ease of transition (-)

Ease of transition (-)

Family emotional support (-)

Family emotional support (-)

Financial security {-)

Initial impression (+ )

Initial impression (+ )

Intellectual interest (-)

Intellectual interest (-)

Leadership (-)

Openness (+ )

Openness (-)

Academic assistance (-)

Academic assistance (-)

Study habits (-)

Self-reliance ( + )
Study habits (-)

Retention factors not viewed similarly by instructors and students
Academic confidence

Academic confidence

Attitude toward educators

Attitude toward educators

Leadership

Financial security

Self-reliance

Sociability

Sociability
N o t e . Positive/negative sign next to retention factors indicates whether
the perspectives were both positive or both negative.
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similarly by both high success programs and low success programs:
academic confidence, attitude towards educators, and sociability. Such
consistency may indicate that there is a real difference in how instruc
tors and students view these factors.
Generally

speaking,

instructors

seemed

more

positive

than

students regarding all three of these retention factors. Students often
are less confident of their academic skills than they ought to be. The
instructor can see potential in a student where perhaps the student
might not see it. Also, it may be that students do not appear to be as
insecure as they actually are, causing the instructor to attribute more
confidence to them than is warranted. It is probably least surprising that
instructors and students disagree on their attitude towards educators.
Students are not likely to be upfront with instructors on how they feel
about them. Also, instructors may have a higher opinion of themselves
than is warranted. Finally, sociability is a trait that is easily faked and
often weak in many individuals. The fact that students seem to get
along is not necessarily the best indication that these people have a high
sense of sociability. It may be at least partial due to the need to get
along-one has very little choice, after all. In new and somewhat threat
ening surroundings, many (if not most) people respond by keeping to
themselves until compelled to mix with the rest of the crowd. When
assessed by the CSI instrument, students may have been expressing
what they experience inwardly while instructors are assessing what they
see outwardly. These findings regarding the CSI results and the implica
tions on the conclusions of the study will be discussed further in the
succeeding chapter.
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SSI Instrument Analysis
The SSI instrument assessed the students for institution-related
retention factors. More specifically, this instrument evaluated the degree
of satisfaction which the students had with services provided by
Muskegon Community College. The information gathered by this instru
ment was verified by interviewing various members of the MCC staff
who are most familiar with the services assessed by the SSI. The re
searcher presented the results of the survey to the appropriate MCC
personnel and asked them to comment on the results. They were asked
whether or not they felt the information was accurate and representative
of the average student at MCC. The results of the interviews with the
MCC personnel are given in Appendix L. (A memo to the college presi
dent is included in this appendix which asks for his judgment on who the
best people would be to validate the results of this survey.)
SSI Instrument Evaluation
For each of the statements that corresponded with a particular
service provided by MCC (i.e., retention factor), the interviewee indicat
ed whether the rating should have been higher, lower, or similar to that
given by the respondents. As a measure of whether the respondents
saw the retention factors similarly to the MCC personnel, a comparison
is given in Table 23. This table lists the retention factors and presents
the comparisons between MCC personnel and respondents based upon
the number of statements on which they either agreed (similar) or dis
agreed (higher or lower).
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Table 23
Analysis of Agreement Between Respondents
and MCC Personnel
Statement ratings
Retention factor
Higher

Lower

Similar

Academic advising/counseling

6

0

1

Academic services

1

0

6

Admissions/financial aid

0

0

6

Campus climate

0

6

7

Campus support services

4

0

2

Concern for the individual

0

0

2

Instructional effectiveness

1

4

7

Registration effectiveness

1

3

5

Diverse populations

3

0

3

Safety and security

4

1

0

Service excellence

0

3

6

Student centeredness

0

2

4

18

21

45

Total responses

Note. This analysis indicates the number of statements about retention
factors which MCC personnel rated higher, lower, or similar to the
respondents ratings.
If an evaluation of the SSI results is based on the above compari
son of statement ratings, it is evident that MCC personnel essentially
agree with much of what the respondents had to say about the student
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services provided by MCC. Nevertheless, there are notable exceptions to
this conclusion. Note that there are three retention factors that were not
agreed upon, and two others that were too close to call. These five insti
tution-related retention factors include academic advising and counsel
ing, campus support services, safety and security, campus climate, and
responsiveness to diverse populations.
Of these five retention factors, MCC personnel seem to feel that
academic advising and counseling, campus support services, and safety
and security should have been rated higher by the respondents. In the
case of academic advising and counseling, MCC personnel felt that it
was likely that the respondents were not assessing the appropriate
services or personnel who provided those services. Specifically, the
respondents were not likely to understand what the term academic
advisor means at MCC. Because of policies and procedures in place, as
well as experienced counselors to carry those policies out, it is probably
true that respondents underrated this aspect of the student services
offered at MCC. There seems to be a similar problem with the respond
ents’ rating of campus support services. Either the respondents gave the
service a neutral rating because they didn't use the service (reflecting a
lack of understanding of the survey instrument), or they gave it a low
rating because they weren't aware of how extensive those services were
(reflecting poor communication between the college and the students).
In either case, the services themselves were probably not accurately
assessed by the respondents. Finally, safety and security services were
rated lower by the respondents than was thought warranted by MCC
personnel. Because of objective evidence that safety and security needs
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were adequately being met (as described by the Dean of Administrative
Services), it seems likely that this retention factor was also rated lower
by respondents than what is probably merited. The main explanation for
this discrepancy seems to be poor communication. Students a.re prob
ably just not aware of the services that are available to them or the
measures that have been taken to assure their safety and security.
The comparisons between MCC personnel and respondents to the
SSI survey regarding campus climate and responsiveness to diverse
populations provided mixed results. For both types of services, MCC
personnel felt that half of the statements were rated accurately by the
respondents and half of them were rated inaccurately. Of those state
ments regarding campus climate, MCC personnel frequently felt the
respondents were being "too kind "--that is, they expected students to
rate the statements even lower. According to Noel/Levitz Centers
(1993), the scale for campus climate measures the extent to which MCC
promotes feelings of belonging and also assesses the effectiveness of
communication in the school system. Because a large portion of the
sample population was taken from both the nursing program and the
respiratory therapy program, both of which have extensive orientations
and channels of communication, it is likely that the sample does not
completely represent the target population in this particular instance. In
other words, it may be that the rating for campus climate from all of the
students in vocational programs at MCC would have been lower than the
results given in this study. Of the statements regarding responsiveness
to diverse populations, MCC personnel felt that the respondents may
have not understood some of the terms such as "underrepresented
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populations" or "commuters." If this is the case, then the results provid
ed by the SSI regarding this retention factor may not be completely
valid. Since responsiveness to diverse populations demonstrated to be a
major factor in determining course outcomes (along with instructional
effectiveness and registration effectiveness), the significance of this
evaluation may be important. This and the other findings regarding the
SSI results and the implications on the conclusions of this study will be
discussed further in the succeeding chapter.
Nonrespondent Analysis and Evaluation
Nonrespondent Analysis
The method of sampling used in this study was cluster sampling.
The population being sampled from was all vocational students enrolled
at Muskegon Community College (MCC) during Fall Semester 1995. The
two study groups for which sampling was performed were a high suc
cess study group and a low success study group. The high success
study group was assumed to represent all MCC students enrolled in
vocational programs considered to be high success programs based on
standards set by the Michigan Department of Education (MDE). The low
success study group was assumed to represent all MCC students en
rolled in vocational programs considered to be low success programs by
the MDE. The cluster sampling consisted of randomly selecting three
classes from each type of vocational program.
Once the three classes were selected from high success vocation
al programs, there were 46 subjects available for the high success study
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group. Once the three classes were selected from low success vocation
al programs, there were 57 subjects available for the low success study
group. Two other study groups were formed from this original sample.
They became the

special population study group and -nonspecial

population study group. Once formed, there were 54 subjects in the
special population group and 49 subjects in the nonspecial population
group. Table 24 presents the breakdown of respondents and nonre
spondents for each of these study groups.
Table 24
Breakdown of Respondents and Nonrespondents
for Study Groups
Nonrespondents

Respondents
Study group
Both

CSI

SSI

High success group

23

8

8

7

Low success group

19

11

14

13

Total sample

42

19

22

20

Special population group

29

8

9

8

Nonspecial population group

13

11

13

12

42

19

22

20

Total sample

Note. These numbers represent the number of respondents to both
survey instruments, the number of respondents to either one instrument
or the other, and the number of nonrespondents for each of the study
groups.
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There was substantial information available about the nonre
spondents even though they did not complete either survey. Such infor
mation included age, gender, race, student status (full-time/part-time,
day classes/evening classes), placement scores, and current GPA. In
Appendix M, several comparison tables are presented which use this
available information to contrast the nonrespondents with the respond
ents in this study. The data presented in the form of proportions are
compared by using the chi-square test as performed by SPSS for
Windows Release 5.0. A significance level of greater than .05 indicates
that the difference between measures may be due to chance only. This
result would leave room for arguing that the characteristic being meas
ured might actually be similar for both respondents and nonrespondents.
If this occurs for most characteristics in question, an assumption can be
made that the information gathered about the respondents via the survey
instruments might also be representative of the nonrespondents.
The information about placement tests and current GPA may
provide further evidence that the respondents adequately represent the
nonrespondents. These data are presented as means and can be com
pared by constructing a confidence interval for the mean score that
represents the nonrespondents. If the mean scores that represent the
respondents fall within this confidence interval, the difference between
the two measures may only be due to chance. If this is the case, it may
be argued that the respondents and nonrespondents are similar based
upon these characteristics and that the survey information about the
respondents adequately represents the nonrespondents.
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Nonrespondent Evaluation
According to the information given in Appendix M, there is still a
chance that all differences that have surfaced between respondents and
nonrespondents may have been due simply to chance. The only two
exceptions to this finding are two characteristics found in the nonspecial
population study group. In this study group, there is a strong probability
that the nonrespondents were comprised on more older, non-White
students. Nevertheless, this disparity between characteristics does not
seem to have affected similarities between placement scores and current
GPA. Based upon this information, it can be said with relative certainty
that the respondents

adequately represented the

nonrespondents.

Because of this, it can be further concluded that the nonrespondents
might have produced similar results from the SSI and CSI instruments.
Therefore, the researcher concludes that the sampling technique which
was conducted to assure representativeness has not been made less
effective by the presence of nonrespondents.
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CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS.
Summary
Summary of the Problem
The departure of students from postsecondary educational institu
tions has been the subject of numerous studies. This study explored the
phenomenon of unsuccessful course completion, which often precedes
student departure (Bean, 1986; Tinto, 1975). The objective of the study
was to determine which established college retention factors may have
had a positive effect on course completion. It accomplished this objec
tive by assessing student-related retention factors and institution-related
retention factors as they pertained to students who were either success
ful or unsuccessful at completing courses in which they enrolled.
The problem statement to which this study was addressed is as
follows: How do students with different course outcomes compare on
established college retention factors when enrolled in vocational pro
grams? The design of the study was set up to look at the difference
between retention scores for successful and unsuccessful students in
each of four study groups. If successful students had significantly higher
scores for a particular retention factor than unsuccessful students, it
was concluded that this retention factor may play a positive role in
determining course outcome. However, if unsuccessful students had
153
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equal or higher scores for a particular retention factor than the success
ful students, it was concluded that this retention factor may not play a
positive role in determining course outcome.
The purpose of this study was to look at the role of college reten
tion factors in course outcomes. In so doing, it provided a description of
those students who found it difficult to complete a course in specific
situations. These specific situations included being in a special popula
tion of students, not being in a special population of students, being in a
vocational program where 80% or more of the students complete all
their courses, and being in a vocational program where less than 80% of
the students complete all their courses. The importance of the study lies
in the fact that the knowledge it provides will assist with policy-making
to increase the effectiveness of a community college's retention efforts
for students enrolled in vocational programs.
Summary of the Methodology
This study was designed to look at the differences in various
factors of college retention for students who successfully completed
courses in a semester as compared to students who did not successfully
complete at least one course in a semester. The study was completed
using four groups of students: (1) students enrolled in high success
vocational programs, (2) students enrolled in low success vocational
programs, (3) vocational students classified as special populations, and
(4) vocational students classified as nonspecial populations.
The selection of subjects was accomplished by randomly selecting
classes which were in session during Fall Semester 1995 at Muskegon
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Community College. Three classes were selected from high success
vocational programs as determined by standards set by the Michigan
Department of Education (MDE), and three classes were selected from
low success vocational programs. These six classes contained 103
students, all of whom became subjects in this study. All of these stu
dents were also either in special populations or not, based upon criteria
which were also set by the MDE. At the conclusion of this selection
process, there were four study groups with the following numbers of
subjects: (1) 46 subjects in the high success study group, (2) 57 sub
jects in the low success study group, (3) 54 subjects in the special
population study group, and (4) 49 subjects in the nonspecial population
study group.
At the beginning of the Fall Semester, a survey instrument de
signed to assess student-related retention factors (College Student
Inventory [CSI], Stratil, 1988) was given to all 103 subjects. Near the
end of the semester, another survey instrument designed to assess insti
tution-related retention factors (Student Satisfaction Inventory [SSI],
Schreiner & Juillerat, 1994) was sent to all 103 subjects. Table 25
shows the return rate for both of these survey instruments according to
the four study groups (as numbered above). Eventually, 83 subjects
completed one or both of the surveys, while only 20 subjects did not
respond at all.
Once the instruments were returned, they were analyzed accord
ing to the type of data they produced. Of the 43 retention factors that
were assessed for each subject, 35 factors were expressed as mean
scores or as mean scale scores. The other 8 factors were expressed as
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Table 25
Return Rates of Survey Instruments According
to the Four Study Groups
Study groups

-

Survey

High
success
1

Low
success
2

Special
population
3

Nonspecial
population
4

CSI completed

31

33

38

26

SSI completed

31

30

37

24

proportions. An independent-samples t test was used to determine signif
icant differences in mean scores between successful and unsuccessful
subjects. For the factors expressed as proportions, a chi-square test for
independence was used to determine whether or not a relationship exist
ed between course outcome and the retention factors. Once analysis
was completed, each study group revealed several retention factors that
appeared to have a positive influence on successful course outcomes.
Summary of the Results
The results of this study consisted of 43 retention scores for both
successful subjects and unsuccessful subjects in each of the four study
groups. Each score represented an established college retention factor.
Each of these factors were considered to have some effect (either a
primary, secondary, or possible effect) on college retention according to
Webb's (1988) model of student persistence. If it were true that course
completion is affected similarly to college retention by established
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retention factors, then each of these factors should also have a primary,
secondary, or possible effect on course completion. Each of these
effects are considered to be positive effects, and they were considered
to be associated with positive course outcomes if the retention scores
for successful subjects were significantly greater than the retention
scores for unsuccessful subjects. In every study group, most of the 43
college retention factors were not shown to be associated with positive
course outcomes. In each of the four study groups, however, there were
a few retention factors that seemed to be associated with positive
course outcomes. In Table 26 are listed those retention factors that may
have a positive effect on course completion in each of the four study
groups.
Table 26
Retention Factors That May Have a Positive Effect on Course
Outcomes for Each of the Four Study Groups
Study group
High success

Retention factor
Responsiveness to diverse populations
Registration effectiveness
Race (White > non-White)
Age (younger > older)

Low success

Reading vocabulary score
Hours/week employed (less > more)
College choice rank
Student centeredness
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Table 26-Continued
Study group

Retention factor

Low success—Cont.

Responsiveness to diverse populations .
Instructional effectiveness
Current GPA
Concern for the individual

Special population

High school GPA
Hours/week employed (less > more)
Marital status (married > single)
Housing (own home > parent's home)
Responsiveness to diverse populations
Degree sought (bachelor/master's > associate)
Academic advising
Instructional effectiveness
Registration effectiveness
Current GPA
Race (White > non-White)

Nonspecial population

Instructional effectiveness
Registration effectiveness
Race (White > non-White)

ComDarisons and Contrasts Between Studv
Results and Related Literature
At the end of Chapter II in this dissertation, conjectures were
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made regarding the results of this study as determined from previous
studies on college retention. In this section, a comparison is made
between these conjectures and the actual results of the study with some
explanation as to why they may be different.
For the high success study group the conjecture made was that
academic retention factors would have a positive effect on course
outcome. These factors include the writing score, reading comprehen
sion score, reading vocabulary score, high school GPA, academic selfconfidence, intellectual interests, attitude toward educators, instructional
effectiveness, registration effectiveness, current GPA, and responsive
ness to academic assistance, career counseling, academic advising, and
academic services. Also included as academic factors are degree sought,
plans to study, and a tendency toward career planning. Of all these
factors predicted to have a positive effect on successful subjects in the
high success study group, only one factor seemed to be significant in
this group: registration effectiveness. The other three factors that may
have had a positive effect on course outcome were age, race, and
responsiveness to diverse populations. Age and race are considered to
be background factors and, according to Webb's (1988) model, have
only a secondary effect on persistence (Bynum & Thompson, 1983;
Farabaugh-Dorkins, 1991; Webb, 1988). Responsiveness to diverse
populations is considered to have a primary effect on persistence, but is
related to a student/college fit and not to academic factors (Schreiner &
Juillerat, 1994).
Perhaps the explanation lies in the fact that high success voca
tional programs have a greater number of successful students than low
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success vocational programs. If a greater number of these students are
successful, then it may also be that academic difficulties are less evi
dent-even in those students that happened to be unsuccessful during
Fall Semester 1995. Instead, all of the factors that were significant for
this study group could be interpreted as being related to problems with
congruence and adjustment, two general factors cited by Tinto (1993)
as being instrumental in determining student persistence. Thus, this
group of students may need more help with the student/college fit than
with academic improvement.
For the low success study group, the conjecture made was that
academic factors would again be influential-although on a greater scale
than with the high success study group. Also, it was anticipated that
this study group might reveal less intention and commitment than the
other study groups since a poorer completion rate might also be related
to these factors. If this conjecture was correct, the study results would
reveal more of the academic retention factors mentioned above, as well
as factors that relate to goal commitment such as study habits, desire to
finish college, and whether or not a student is full-time or part-time. In
one sense, this conjecture was correct. There were more academic
factors that revealed a positive effect on course outcomes in this study
group: reading vocabulary score, instructional effectiveness, and current
GPA. This may be because there are likely to be a greater number of
academically unsuccessful students found in low success vocational
programs. However, a greater number of factors associated with course
outcome in this study group had to do with the external environment
and the student/college fit. These factors include hours/week employed,
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college choice rank, student centeredness, and responsiveness to diverse
populations. While responsiveness to diverse populations was a common
factor between high success and low success programs, there was a
tendency for the subjects in the low success programs to work more
hours per week, have other college choices besides Muskegon Commun
ity College (MCC), and less of a favorable impression regarding student
centeredness-although none of these three comparisons were at a sig
nificant level (see the comparison group results in Appendix K). If these
were indeed significant differences, it might explain why these factors
show up in this study group and not in the high success study group. It
should be noted that of the eight factors that seem to positively effect
course outcome in this study group, five of them were considered to
have a primary effect on student persistence according to Webb's
(1988) model. This is more of a confirmation of the model upon which
this study is based than the high success study group results.
For the special population study group, the conjecture made was
that along with academic-related retention factors, those retention fac
tors that were related to external environment, student/college fit, and
social integration might have an effect on course outcomes. The reten
tion factors that are related to these three categories include hours/week
employed, marital status, family emotional support, financial aid, day or
evening student status, type of housing, and sense of financial security.
They also include initial impression, openness, campus climate, ease of
transition, college choice rank, student centeredness, and responsive
ness to diverse populations. Social integration includes receptivity to
personal

counseling

and

social

enrichment,

sociability,

leadership

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

162
tendencies, self-reliance, and a perceived concern for the individual. Of
the factors that were associated with course outcome for this study
group, six were related to academic factors, four were related to exter
nal environment and student/college fit, and one was a background
factor (race). This means that more academic factors possibly made a
difference in this group than any of the other study groups, and as many
of the factors relating to environment and college fit were important to
this study group as they were to the low success study group. Of the
four conjectures made, this was probably most completely satisfied by
the study results. Based upon these results, students who are either
academically disadvantaged or economically disadvantaged (or both)
seem more likely to be affected (either positively or negatively) by
academic factors and factors that affect congruence.
Finally, the conjecture made for the nonspecial population study
group was simply that the results would be similar to the results found
in the high success study group; namely, that academic factors would
probably be most associated with course outcome. Except for the pres
ence of one college fit factor (responsiveness to diverse population),
both study groups had only academic factors and background factors
that were associated with course outcome. This is in keeping with the
assumption that students who are in high success programs and stu
dents who are not determined to be either academically or economically
disadvantaged are probably less likely to be affected by the great major
ity of established retention factors. Nonetheless, there is some evidence
that congruence might be a positive factor in course outcome even in
these two study groups.
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Conclusions
As stated earlier, the purpose of this study was to look at the role
of college retention factors in course outcomes. In so doing, its intent
was to provide a description of those students who found it difficult to
complete a course in specific situations. These specific situations include
being in a special population of students, not being in a special popula
tion of students, being in a vocational program where 80% or more of
the students complete all their courses, and being in a vocational pro
gram where less than 80% of the students complete all their courses. As
a conclusion to this dissertation, a general description of those students
in each of these four situations is offered based upon the results of the
study.
Students who were enrolled in high success vocational programs
and the students who were not in a special population at Muskegon
Community College (MCC) during Fall Semester 1995 seemed to be
most affected by congruence in regards to being able to complete all
courses in a particular semester. Congruence is used here synonymously
with institutional fit. According to Tinto (1993), incongruence and isola
tion are related phenomena that seem to have a significant effect on
student persistence. Based upon the results of this study, congruence
(and perhaps a lack of isolation) may also have a positive effect on
course outcome with this study group. These two study groups (high
success and nonspecial population) seems to best fit Webb's (1988)
model of student persistence. It appears that those factors listed as
having a primary effect on persistence (especially those categorized as
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student/college fit) will also have the greatest influence on course
outcomes for students in high success vocational programs and students
who are not academically or economically disadvantaged.
Students who were enrolled in low success vocational programs
at MCC during Fall Semester 1995 seemed to be most affected by
congruence retention factors and academic retention factors in regards
to being able to complete all courses in a particular semester. Perhaps
because the high success study group and the low success study group
are both made up of vocational students, it may be that both groups
may be similarly affected by incongruence and isolation. In other words,
perhaps students who are pursuing a vocational degree may feel less
attached to their institution than students pursuing an academic degree
(which might be more closely identified with the educational institution).
Also, vocational students tend to make up a large proportion of students
at most community colleges. Since Webb's (1988) model addresses
community colleges in particular and since his model states that incon
gruence has a primary effect on student persistence, it should not be
surprising that students in both high success vocational programs and
low success vocational programs would have problems with incon
gruence and isolation.
Where the students in high success programs seem to differ from
low success programs is how they are affected by academic retention
factors. Students in low success programs may be adversely affected by
academic factors where students in high success programs may not.
This should not be surprising since the method for separating the voca
tional students into the two study groups has to do directly with
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academic success. Even though course outcome seems at least in part
dependent upon congruence, it is evidently also dependent upon acade
mic factors when a greater number of students in a particular study
group tend to be unsuccessful in completing all courses in a particular
semester. Thus, this study group fits Webb's (1988) model since it is
primarily affected by congruence factors, but it deviates somewhat
because it is also primarily affected by academic factors.
Students who were enrolled in vocational programs at MCC during
Fall Semester 1995 who were also placed in special populations seemed
to be most different from the other study groups in regards to being able
to complete all courses in a particular semester. Special population
students seem to be most affected by academic factors and by their
external environment. Possibly because of being academically disadvan
taged, they are more likely to experience academic difficulties and might
be most helped by academic interventions (Ferguson, Wisner,

&

Discenza, 1986; Stodt & Klepper, 1987). Similarly, because of being
economically disadvantaged, they may be more likely to let their work
and family and living situations interfere with their school work (Iwai &
Churchill, 1982; St. John et al., 1991). Webb's (1988) model accurately
predicts the primary effects of factors associated with the external
environment but does not predict the primary effect of academic factors.
As with the low success study group, this may simply be because the
study groups are by design made up of subjects who are more likely to
experience academic difficulties than the average community college
student.
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Recommendations
As stated earlier, the importance of this study lies in the fact that
the knowledge it provides will assist with policy making to increase the
effectiveness of a community college's retention efforts for students
enrolled in vocational programs. In this section, recommendations for
each of the study groups are offered based upon the conclusions from
the study.
The retention factors that seemed to primarily effect course
outcome for both the high success study group and the nonspecial study
group were related to congruence or college fit, and possibly isolation to
some degree. If this is true for all students who are enrolled in high
success vocational programs or who are not in a special population,
increasing their course completion rates might consist primarily of
enhancing the college/student fit. In some cases, incongruence may be
unavoidable, but isolation need not occur. According to Tinto (1993),
every effort should be made to increase the amount of interaction
between the student and the social and academic world of college. In a
community college setting, it may be difficult to enhance social integra
tion since all students are commuters and many of them are part-time
and/or evening only students. However, increased contact with faculty
and other students in the same vocational program can serve to enhance
both social and academic integration (Endo & Harpel, 1982; Schreiner,
1989). Also, since both study groups seemed to be affected by registra
tion effectiveness, all efforts to make entering and leaving college more
smooth and easy would

likely have favorable effects on

course
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outcomes as well (Nelson et al., 1984; Seidman, 1991). One change in
policy that would likely benefit all groups of students in a community
college is a much greater emphasis on orientation, including perhaps the
addition of a required course for all associate degrees that concentrates
on preparing the student for college life (Mclntire et al., 1992; Shanley &
Witten, 1990).
These same recommendations also apply to students who are
enrolled in low success vocational programs and to students who are in
special populations. In addition, other interventions may be needed. For
students in low success vocational programs, a greater emphasis on
academic development may be needed. While most community colleges
(including MCC) have several effective tutorial and remedial programs in
place, students tend not to use them even when they might be beneficial
(Billson & Terry, 1987; Catalano, 1985; Heath & Skok, 1991). Perhaps
another policy change would be to institute intrusive advising (Glennen
et al., 1995; Schreiner, 1989; Vowell, 1990). This type of advising
involves monitoring of student progress and requiring mandatory advis
ing for those students who are struggling with school work. Using this
method of advising would probably increase the use of remedial and
tutorial programs already in place.
For students who are in special populations, there needs to be
some way to ease the pressures of the external environment. Although
finance may not be direct cause of student attrition, it can affect a
student's academic progress in less direct ways (Jensen, 1981). Several
of the retention programs in literature offer methods for helping students
(especially minority students) to overcome external environments and
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establish a better college/student fit (Jones, 1992; Kraemer, 1993;
Knueppel & Szczotka, 1992). Some ideas include a mentor relationship
to help students deal with life both on and off campus (Baldwin & Wold,
1993), the forming of support groups and social groups for.specific
cultural and ethnic needs (Magner, 1989; Strang, 1993), and using
flexible schedules and timelines for completing certain degrees (Edwards,
1993). While there seems to be no shortage of studies and ideas in the
area of students with special needs and how to keep them in college,
there is yet no program that adequately deals with the problem in its
entirety (Tinto, 1993; Zwerling & London, 1992). Based upon related
literature and the results of this study, then, it is evident that efforts
must continue to be made to help the disadvantaged student complete
their courses and to complete their educational goals.
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Muskegon Community College
Occupational Work Skills Attainment
College Success Rate
July 1, 1994 - June 30, 1995
CIP Code*

Program Marne

08.0708
15.0303
15.0603
15.0803
20.0201
48.0101
48.0201
48.0504
48.0508
48.0599
51.0908
51.1601
51.1613
52.0302
52.0402
52.0403
52.0404
52.1201

Marketing
Electronics
Industrial Technology
Automotive Technology
Child Care Paraprofessional
Drafting Technology
Graphic Reproduction Technology
Machining Technology
Welding Technology
Cast Metals
Respiratory Therapy
Nursing (ADN)
Nursing (LPN)
Accounting
Administrative Secretary
Legal Secretary
Medical Secretary
Data Processing

*

CIP Codes
Education.
Programs.

%Success Rate
83.34%
81.13%
81.82%
82.43%
84.21%
78.26%
94.74%
78.61%
90.00%
100.00%
94.40%
86.08%
54.54%
77.94%
80 .00%
50 .00%
84.62%
63.64%

are designated by the Michigan Department of
CIP stands for Classification of Instructional
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SELECTION OP SUBJECTS
COMPARISON TABLES

Table B-l
Comparisons rapraaanting all vocational programs at MCC

N um ber o f s t u d e n t s
V S tu d en ts > 25 y r s o ld
% Fem ale s t u d e n t s
% W hite s t u d e n t s
% E v e n in g o n l y s t u d e n t s
% F u ll t i m e s t u d e n t s

T o t a l S a m p le *

T o t a l P o p u la tio n * *

103
49%
55%
85%
23%
49%

1086
39%
68%
84%
35%
11%

*

T o t a l s a m p l e i n c l u d e s a l l MCC s t u d e n t s e n r o l l e d i n a l l s i x c l a s s e s
r a n d o m ly s e l e c t e d f o r t h i s s t u d y , b o t h r e s p o n d e n t s a n d n o n r e s p o n d e n t s .

**

T o t a l p o p u l a t i o n r e f e r s t o a l l MCC s t u d e n t s
p r o g r a m s d u r in g F a l l S e m e s t e r 1 9 9 5 .

e n r o lle d

in

v o c a tio n a l

Table B-2
Comparisons rapraaanting high euccess vocational programs at MCC

N um ber o f s t u d e n t s
% S tu d e n t s > 2 5 y r s o l d
% Fem ale s t u d e n t s
% W hite s t u d e n t s
% E v en in g o n l y s t u d e n t s
% F u ll-tim e s t u d e n t s

S a m p le *

P o p u la tio n * *

A lp h a L e v e l

46
29%
51%
91%
0%
78%

784
61%
68%
84%
32%
12%

.000
.019
.337
.000
.000

*

S a m p le
in c lu d e s
a ll
MCC s t u d e n t s
e n r o lle d
in
th e
th r ee
c la s s e s
r e p r e s e n t i n g h ig h s u c c e s s p r o g r a m s, b o th r e s p o n d e n ts a n d n o n r e s p o n d e n ts .

**

P o p u la tio n
re fe r s
to
a ll
MCC s t u d e n t s
e n r o lle d
v o c a t i o n a l p rogram s d u r in g F a l l S e m e s te r 1 9 9 5 .

***

C hi S qu are
d e te r m in e
th e re is
a d e q u a te ly

in

h ig h

su ccess

t e s t a s p e r f o r m e d b y SP SS f o r W in dow s R e l e a s e 5 w a s u s e d t o
a lp h a l e v e l s .
A lp h a l e v e l s o f 0 . 0 5 o r l e s s i n d i c a t e t h a t
a 95% ( o r g r e a t e r )
p r o b a b i l i t y t h a t t h e sa m p le d o e s n o t
r e p r e s e n t th e p o p u la tio n f o r th a t p a r t ic u la r c h a r a c t e r i s t i c .
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Table B-3
Comparison* representing low success vocational programs at MCC

N um ber o f s t u d e n t s
V S tu d e n ts > 25 y r s o ld
V F em a le s t u d e n t s
V W h ite s t u d e n t s
V E v e n in g o n l y s t u d e n t s
V F u ll-tim e s t u d e n ts

S a iq p le *

P o p u la tio n * *

A lp h a L e v e l

57
68V
61V
80V
26V
41V

302
62V
69V
84%
41V
9V

.201
.782
.921
.049
.000

*

S a m p le i n c l u d e s
a ll
MCC s t u d e n t s
e n r o lle d
in
th e
th r ee
c la s s e s
r e p r e s e n t i n g lo w s u c c e s s p r o g r a m s , b o t h r e s p o n d e n t s a n d n o n r e s p o n d e n t s .

**

P o p u l a t i o n r e f e r s t o a l l MCC s t u d e n t s e n r o l l e d i n lo w s u c c e s s v o c a t i o n a l
p ro g ra m s d u r in g F a l l S e m e s te r 1 9 9 5 .

** *

C h i S q u a r e t e s t a s p e r f o r m e d b y SPSS f o r W in d o w s R e l e a s e 5 w a s u s e d t o
d e te r m in e a lp h a l e v e l s .
A lp h a l e v e l s o f 0 . 0 5 o r l e s s i n d i c a t e t h a t
t h e r e i s a 95V ( o r g r e a t e r ) p r o b a b i l i t y t h a t t h e s a m p le d o e s n o t
a d e q u a te ly r e p r e s e n t t h e p o p u la tio n f o r t h a t p a r t i c u l a r c h a r a c t e r i s t i c .

Table B-4
Comparisons representing special
vocational programs at MCC

N um ber o f s t u d e n t s
V S tu d e n ts > 2 5 y r s o ld
V F em ale s t u d e n t s
V W hite s t u d e n t s
V E v e n in g o n l y s t u d e n t s
V F u ll-tim e s t u d e n ts

population

students

enrolled

S a m p le *

P o p u la tio n * *

A lp h a L e v e l

54
57V
68V
85V
11V
58V

358
47 V
62V
84V
38V
20V

.129
.485
.628
.002
.000

in

all

*

S a m p le i n c l u d e s a l l MCC s p e c i a l p o p u l a t i o n s t u d e n t s e n r o l l e d i n a l l s i x
c la s s e s
r a n d o m ly
s e le c te d
fo r
th is
stu d y ,
b o th
r e sp o n d e n ts
and
n o n r e sp o n d e n ts.

**

P o p u l a t i o n r e f e r s t o a l l MCC s p e c i a l p o p u l a t i o n
v o c a t io n a l p rogram s d u r in g F a ll S e m e s te r 1 9 9 5 .

* **

C h i S q u a r e t e s t a s p e r f o r m e d b y SPSS f o r W in d o w s R e l e a s e 5 w a s u s e d t o
d e te r m in e a lp h a l e v e l s .
A lp h a l e v e l s o f 0 . 0 5 o r l e s s i n d i c a t e t h a t
t h e r e i s a 95V ( o r g r e a t e r ) p r o b a b i l i t y t h a t t h e s a m p le d o e s n o t
a d e q u a te ly r e p r e s e n t t h e p o p u la tio n f o r t h a t p a r t i c u l a r c h a r a c t e r i s t i c .

stu d e n ts

e n r o lle d
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T a b le B -5

Comparison* rapraaanting nonapacial population students enrollad in all
vocational prograna at MCC

N um ber o f s t u d e n t s
(S tu d e n ts > 25 y r s o ld
% Fem ale s t u d e n t s
% W hite s t u d e n t s
% E v en in g o n l y s t u d e n t s
V F u ll-tim e s t u d e n t s

S a m p le *

P o p u la tio n * *

A lp h a

49
42%
42%
85%
18%
58%

728
30%
53%
67%
39%
16%

•
.082
.128
.023
.010
.000

*

S a m p le i n c l u d e s a l l MCC n o n s p e c i a l p o p u l a t i o n s t u d e n t s e n r o l l e d i n
s i x c l a s s e s r a n d o m ly s e l e c t e d f o r t h i s s t u d y , b o t h r e s p o n d e n t s
n o n r e sp o n d e n ts.

**

P o p u l a t i o n r e f e r s t o a l l MCC n o n s p e c i a l p o p u l a t i o n s t u d e n t s e n r o l l e d i n
v o c a t i o n a l p ro g ra m s d u r in g F a l l S e m e s te r 1 9 9 5 .

***

C h i S q u a r e t e s t a s p e r f o r m e d b y S P SS f o r W in d o w s R e l e a s e 5 w a s u s e d t o
d e te r m in e a lp h a l e v e l s .
A lp h a l e v e l s o f 0 . 0 5 o r l e s s i n d i c a t e t h a t
t h e r e i s a 95% ( o r g r e a t e r ) p r o b a b i l i t y t h a t t h e s a m p l e d o e s n o t
a d e q u a te ly r e p r e s e n t th e p o p u la tio n f o r t h a t p a r t i c u l a r c h a r a c t e r i s t i c .
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START HERE.

OVERVIEW
O ur m inds have an im m ense capacity fo r know ledge. B ut e a ch o f u s te a m s in a d iffe re n t w a y. W e focus
a tte ntio n on som ew hat diffe re n t dim ensions o f th e w o rld , w e have som ew hat d iffe re n t understandings o f th e w o rld , and
w e strive fo r q u ite d iffe re n t lands o f personal grow th. W e can o n ly achieve o u r fu ll p o te n tia l w hen*these fo rce s o f
in d ivid u a lity are m eshed sm oothly w ith th e learning process.
Y our school w ishes to help you d isco ve r and engage the fu ll richness o f yo u r in d ivid u a lity. It w o u ld lik e to see you
d isco ve r the le arning path th a t best su its y o u r unique personality. C om pleting the C O LLEG E STU D EN T INVENTO RY "•
is th e firs t ste p in a ca re fu lly designed program to achieve th a t end. T he Inventory is a com m unication channel betw een
yo u and yo u r school. It records your tho ug h ts and fe e lin g s on m any issues related to c o lle g e . T he re su lts w ill be used
in tw o w ays.
F irst, you w ill receive a com puterized in te rp re tatio n o f yo u r d a ta . Your a d viso r w ill d iscu ss these re su lts w ith you
and help you jo in an y follow -up a ctivitie s th a t fit yo u r interests and needs.
S econd, the general results fo r yo u r cla s s a s a w hole w ill be used to plan a cam pus-w ide program o f support
se rvices. S ta ff m em bers w ill determ ine how m uch need e xists fo r c e rta in types o f se rvice s and how th e se se rvices can
be be st provided.
C om pleting the Inventory and p a rticip a tin g in th e fo llo w -up a ctivitie s are e n tire ly vo lu n tary. B ut I stro n g ly urge you to
ta ke advantage o f these opportunities. T he y a re lik e ly to have a ve ry b eneficial e ffe ct on yo u r e n tire e d ucation.
T he Inventory has fo u r sections, each w ith its ow n s e t o f in stru ctio n s. So you can g a in fu ll b e n e fit from th e resu lts,
please com plete each p a rt as accurately and honestly as you can. It is especially im p orta n t th a t you a n s w e r e v e ry
q u e s tio n (except w here a blank response is allo w e d ). If you change an answer, be sure to fu lly erase yo u r in itia l
response.
B est w ishes fo r a deep and rew arding experience a t college.
M ichael L. S tratil

G o now to P art A and read th e in stru ctio n s.

(Version 1.1.1988)
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PART A
Instructions. Please be advised that by com pleting and returning this answer sheet, you give consent to its release to
Noet/Levitz Centers lo r the purpose of scoring, processing, and preparation of reports lo r yoursell. your advisor, and your college
o r university.
Use a No. 2 (medium) black lead pencil in answering a il parts of this questionnaire. Do n o t use ink or ball point pen.
1.

On the front o f the answer sheet, find the area lo r your name. It looks like this:

LAST NAME

FIRST NAME

Ml

P rin t y o u r la s t nam e in the 12 spaces provided. If your last name is too long, abbreviate i t Do not go past the line that
divides the last and firs t name. Do the same fo r your firs t nam e (which goes in the next 7 spaces) and your m iddle in itia l
(which goes in the last column).

2.

Now blacken th e c irc le s that represent the letters in each pan o f your name. Be sure to com pletely fill each of the
appropriate circles. Erase any stray marks o r errors.

3.

Move down to the area marked 'GROUP
The examiner has w ritten this num ber on the board (or w ill read it to you).
P rin t th e num ber in the spaces provided. Be sure to indude any 0's that are in the number.

4.

P rin t y o u r ago in the next section.

5.

In the section labeled *SEX,* blacken one of the a rd e s (either 'M * or 'P )-

6.

In the last section, p rin t y o u r social se cu rity num ber. This num ber w ill enable your counseling staff to avoid
m isidentifications in cases where more than one person has the same name. If you do not know your social security
number o r do not wish to provide it. enter 123456789.

7.

Now blacken th e a p p ropriate circles under GROUP #. AGE. and SOCIAL SECURITY NUMBER. Again, be sure to
com pletely fill each appropriate d rd e and to erase a ll stray marks and errors.

GO TO PART B.
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PARTB
In s tru c tio n s . The main body of the questionnaire contains 194 questions. The questions in the present section offer
various options, w hich a n represented on the answer shoot as numbered circles. Thus, question #1 appears as follow s on the
answer sh e e t
O u o s tio n #

1

O ptions

©©©©©©©

Nolica th a t lh a answor shoot always providos sovan circles, ovsn though soma quastions o lfa r fow sr than savon options.
Ignore the extra d td e s .
You ara to anawa r aach q u e stion b y d e rid in g w h ich o p tio n Is m ost a p p ro p ria te to yo u . Than uaa y o u r p a n c tl to
bia c hen tha c irc la th a t co tia a po n d a to th a o p tio n yo u havechoeen.
If you hava d ifficu lty in anm ering any o f tha quastions in this saction, soe tha examiner. Bogin with the first question and
continue to tha and o f tha section.

1.

My graduating d a s s in high school had:

4.

Based on Its general reputation, I would say th a t my high
achooTs academic standards were:

1) lass than 50 students
2)
3)
4)
5)
6)
7)

2.

50 to 99 students
100 to 149 students
150 to 299 students
300 to 499 students
500 o r m oro students
none o f tha above, as I received a G eneral Education
Degree (G .E.D.)

1)
2)
3)
4)

5)
5.

The program o f courses that I took in high school was
designed prim arily to prapare me to r

2)

3)
4)
5)
6)
3.

The average o f a ll m y grades during my senior yaer in
high school w as approxim ately:
1)
2)
3)
4)
5)
6)
7)

A
halfway between A and B

B

The following question is about your current knowledge
of college preparatory courses (e.g., English,
mathematics, science, and social studies).
Compered to the average high school graduating
senior In this country. I consider my academ ic

1) a manual trade (auto m echanics, fanning, plum bing,
carpentry, m anufacturing, etc.)
a technical hade (electrical, electronics, data
processing, com mercia l art, m edical technician,
nursing, ate.)
secretarial work (typing, ISng, dictation, etc.)
general com m erce (sales, purchasing, banking,
bookkeeping, ate.)
a coiiaga education leading to various occupations
o th e r

fa r below the average high school
somewhat below the average high school
about equal to the average high school
somewhat above the average high school
far above the average high school

knowledge to be in the:
1) highest 20%
2) next to the highest 20%

3) middle 20%
4) next to the low est 20%

5) lowest 20%
6.

In college, I am currently (or w ill be when school starts) a:
1) freshman
2) sophomore
3) junior
4) senior
5) graduate student
6) special (non-degree) student

halfway between B and C
C
halfway betw een C and D
D

N ote: If your school did not use letter grades, do your
best to translate your grades into the above system.
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7.

W hile attending college, la m Owing in (or plan to five in):
1)
2)
3)
4)
5)
6)
7)

8.

12.

a residence hall
my parents'hom e
a relative's home
my oam off-cam pus apartm ent or house
m arried student housing
a fraternity o r sorority
other

1)
2)
3)
4)

English
Spanish
French o r Italian
German o r Slavic (Russian. Polish. Czech. Bulgarian,
etc.)
5) Arabic
6) Chinese. Vietnamese. Korean, o r Japanese
7) other

The ttighest degree that I plan to pursue is:
13.
1)
2)
3)
4)
5)
6)

9.

none
1-year certificate
a 2-year college degree (associate)
a 4-year college degree (bachelor's)
a m aster's degree
a doctoral degree [m edicine (M.D.), dentistry (D.D.S.).
law (J.O .), philosophy (Ph.D), or other sim ilar degrees]

Academ ic a b ility is one’s capacity to leant from books,
lectures, and w ritten assignments. Its key ingredient is
the a b ility to understand and remember complex ideas.

1)
2)
3)
4)
5)
6)

Afro-Am erican (Black)
Am erican Indian. Alaskan Native
Asian-Am erican. Pacific Islander
Caucasian-American (W hite)
Hispanic-Am erican (Mexican. Puerto Rican. Cuban,
etc.)
6) O ther
7) I prefer not to respond
14.

15.

11.

3 hours o r less per week
6 hours per week
9 hours per week
12 hours per week
15 hours per week
18 hours per week
21 hours o r more per week

Based on the inform ation I currently have. I feel that my
college's academ ic standards and expectations are:
1)
2)
3)
4)
5)
6)
7)

W hat is the highest level of education com pleted by your
m other?
1) 8 years o r less of elementary school
2) som e high school but no diplom a
3) a high school diplom a or equivalent
4) 1 to 3 years o f college (including study a t a technical,
comm unity, o r junior college)
5) a 4-year undergraduate college degree (bachelor's
degree)
6) a m aster's degree
7) a doctoral degree

considerably below average
slightly below average
average
slightly above average
considerably above average (in the top 20%)
extrem ely high (in the top 5%)

W hile attending college, the amount of tim e I expect to
spend studying outside of dass is approxim ately:
1)
2)
3)
4)
5)
6)
7)

I would describe my racial origin as:
1)
2)
3)
4)
5)

m relation to the genaral population of our society. I
consider m y academ ic ability to be:

10.

My native (fam ily) language is:

W hat is the highest level of education com pleted by your
father?
1)
2)
3)
4)

8 years o r less of elementary school
som e high school but no diplom a
a high school diploma or equivalent
1 to 3 years of college (Including study a t a technical,
community, o r junior college)
5) a 4-year undergraduate college degree (bachelor's
degree)
6) a m aster's degree
7) a doctoral degree

much too high tor me
somewhat too high for me
slightly too high fo r me
ju st right fo r me
slightly too low to r me
somewhat too low fo r me
much too low to r me
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16.

M y present m arital status is:

19.

1)
2)
3)
4)
5)
6)
7)

1) single, with no plans to gat marriad
2) single, with a dose relationship to someone I plan to
m arry
3) single, with chfldren
4) m arried, without chfldren
5) m arried, with ehldren
6) divorced, without children
7/ QMQiwNr
C nH nn
17.

less than 10 m iles
10 to 50 tid e s
51 to 100 miles
101 to 300 mass
301 to 600 miles
m ore than 600 maes

20.

My co m p o site score on tha ACT was:
1)
2)
3)
4)
5)
6)
7)

10 o r less
between 11 and 14
between 15 and IB
between 19 and 22
between 23 and 26
between 27 and 30
31 o r higher

Com plete th ^ following question if you have taken tha
Scholastic Aptitude Test (SAT). Add your scores fo r the
Verbal and Mathematics sections to get your total score.
If you have not taken the SAT, skip this question and go
on to the next one.

f

Before deciding to enroll, m y famiSarity with my present
college consisted o f (select a ll options that apply):
1) reports from acquaintances
2) reading the descrip tion in a general college guide
(e.g.. Lovejoy'S)
3) reading as catalog and brochures
4) a brief drive through the cam pus on my own
5) taking briefly w flh a coflege representative
6) an Interview andtar guided tour o f the campus
conducted by sta ff members
7) extensive contact over a period o f years (e.g..
attendance a t activitieS'sponsored by the school)

Com plete the foflowing question if you have taken the
ACT Assessm ent. Otherwise skip this question and go
on to the next one.
18.

600 or less
between 601 and 720
between 721 and 840
between 841 and 960
between 961 and 1080
between 1081 and 1200
1201 or higher

The foflowing two Questions are the only ones in the
inventory that a lo w fo r m ore than one response.

The dfetance between my college and my fam ily home
(residence of parents, guardfons. o r spouse) is:
1)
2)
3)
4)
5)
6)

My to ta l SAT sc o re (verbal plus mathematics) was:

21.

From the Rst below, IBin the circle fo r each type of
voluntary, non-credtt activity in which you participated
during high school. Do not indicate activities for
which you received course eradft.
1) art exhibit o r m usical, theatrica l, o r dance production
2) school newspaper, yearbook, literary magazine, or
w riting contest
3) debate team, speech co n te st o r racfio/TV production
4) scientific research project
5) member of a special in te re st social, honorary, or
service organization
6) member of an athletic team o r active in intramural
sports
7) class officer, member of student council, team captain,
or officer of any other type o f school organization

,

I

ANSWER ANY QUESTIONS THAT HAVE BEEN LEFT BLANK,
EXCEPT FOR THOSE THAT ALLOW FOR A BLANK ANSWER
(QUESTIONS #18-21).

v

THEN GO TO PART C.
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pa r tc

In stru ctio n s. The present section m easures a variety of attitudes related to coflege. Students usually find it to be quite
iitm s tm g .
As you answer the questions, keep in m ind that attitudes are hard to m easure. D ifferent individuals often interpret the
meaning o f a question rfifferantly, and a fleeting thought o r feeling may influence how one responds.
For these reasons, a good questionnaire should contain a number o f skm fer item s about every topic covered. Each item
reduces the chances of error. So please be patient with the queetfene. Atoo, dont try to recall your previous rasponae e -

just answer each question as spontaneously and naturally aa you can.
Answer each question by selecting one num ber from the foflowing rating scale:

RATING SCALE
MOT AT
.
.
.
A LL TRUE | 1 | 2 | 3 | 4 | S | < | 7 |

COMPLETELY
TRUE

Thus, if you agree completely w ith a statem ent you should answer w ith a "7.* Agreem ent that is feirty strong but not total is
indicated by selecting a *5 .' while agreem ent that is fairly weak is indicated by *3.* Total (fisagreem ent is indicated by selecting
'1 .* Use any number between 1 and 7.
Keep in mind that there are no ‘ right* o r "wrong* answers. Simply give the answ er that best fits you. In answering the
questions on study habits and teachers, you should draw primarfly on your prwooHega experiences.

Read each question carefully, but do not spend a lot of time on any one question. As before, blacken the appropriate
d rcto on the answer sheet Give only ona response (breach question.

22.

When I think about my career choice. I find that I have
very little solid inform ation to go on.

23.

M ost of my teachers have been very caring and
d e fe a te d .

24.

Books have never gotten me very excited.

25.

I study all of the assigned readings in m y courses.
The next question has a special purpose, which is to
confirm that you are putting your answers in the correct
position on the answer sheet There w ill be others Eke it
throughout the inventory.
When you encounter questions of this type, sim ply enter
the number incficated. For example, select the #2 option
fo r question 26. Please be especially careful with a ll of
these questions.

26.

Enter a *2* fo r this question.

27.

I have financial problem s that w e very distracting and
troublesom e.

28.

It is wise to avoid people with strange and unusual ideas.

29.

O ften I get so uptight about an exam that I ca n t
concentrate on studying.

30.

I would like to ta lk w ith someone about the qualifications
needed fo r certain occupations.

31.

I often rely on my own ideas when making a decision,
and rm prepared to make an unpopular decision if
necessary.

32.

I am having a hard lim a breaking away from my family,
and attending coflege is going to make the situation
worse.
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RATING SC A LE
NO T A T ............................................................................ COMPLETELY
A L L TRUE | 1 | 2 | 3 | 4 | 5 | 6 | 7 |
TRUE

33.

M y teachers cfid a very poor jo b of explaining the purpose
o f our studios.

34.

I would fike to rscoive som e hofp in improving my study
habits.

52. O ther people don't think o f me as a leader.

35.

O f a ll tho things I could do a t th is point in my fife. going to
coflege is dafinitoly tha m ost satisfying.

53. I often have a hard tim e trying to im agine the people and
actions described in a novel.

36.

I try to avoid long conversations with people.

54.

50.

I fike to go to large. Bvefy parties.

51. Enter a *7* for this question.

37.

M ost people have a lo t o f tru s t in my judgm ent and
respect for my opinion.

I would Gks to attend an inform al gathering where I can
meet some new friends.

55.

I get a groat deal o f personal satisfaction from reading.

56.

I would fee some inform ation o r counseling on the best
w ay to elim inate an unwanted h abit (e.g., involving food,
drugs, cigarettes, o r alcohol}.

57.

I have gathered inform ation about th e salaries, job
openings, and working conditions fo r several
occupations, and rm taking th is into account in trying to
choose a career.

58.

I have had (or expect to have) m uch difficulty adapting to
my living arrangements whBe attending college.

59.

I am strongly dedicated to finishing coflege-no m atter
what obstacles get in my way.

60.

I take very dear notes during d a ss, and I review them
carefully before a te s t

44.. I would fike to ta lk to som eone about getting a part-time
job during the regular school year.

61.

I resent the large amount of pow er th a t teachers have
had over me throughout my days in schooL

45.

62.

I have a lot o f faith in my own reasoning, and rm not
discouraged when someone else disagrees w ith my
conclusions.

63.

I plan to transfer to another school som etim e before
completing a degree at this college o r university.

64.

When faced with a tough decision. I fike to open my
im agination to many possible solutions.

65.

I would like to talk with someone about the current job
m arket fo r college graduates.

38.

I have fam ily problem s that interfere (or w ill interfere) with
my studies.

39.

I would Ska to talc w ith som eone about a problem that rm
having (or expect to have) w ith a roommate.

40.

I have a good memory fo r the inform ation that teachers
present in dass.

41.

In trying to plan a career, I have explored several
possibilities and have weighed their advantages and
disadvantages.

42.

It is fikefy that even our m ost hostile enemies have some
good ideas.

43. I have great difficulty concentrating on school work.

I often get confused when trying to reach major
decisions, and i seek a lo t o f help with them .

46.

I expect to make friends easily at college.

47.

I have some serious m isgivings about my decision to
come to college.

48.

W hile I was growing up, I fe lt that the rest o f my family
was firm ly behind me.

49.

There are many sensitive subjects that people should
never talk about
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RATING SCALE
MOT AT
,
A LL TRUE I 1

| 2 | 3 | 4 [ 5 | 6 | 7 |

COMPLETELY
TRUE

66.

I would like to find out more about student governm ent
and the various student activities on cam pus.

83.

On con tro ve rsia l issues, m y opinions are often strongly
influenced b y w hat other people think.

67.

I usually put o ff doing school assignments untfl i f s too
late.

84.

My vocabulary is fa irly lim ited, and I have a hard time
understanding textbooks.

68.

I would like to receive some instruction in the most
effective ways to take college exams.

85. I spend a lo t o f tim e with other people.

69.

My parents have paid little attention to m y schooling, and
they haven't done much to help me.

70.

I am very confused about what occupation to go into.

71.

72.

73.

86. I would Oka to receive some individual help in improving
my w riting skids.
87.

O ur ideas a b o ut Gte are fa r from perfect and we can all
benefit g reatly from studying the beliefs and values of
other societies.

I can think of many things I would rather do than go to
college.

88.

I would Gke som e help selecting an occupation that is well
suited to m y interests and abilities.

People w ith extrem e political views should not be allowed
to speak in public, as they tend to upset the community.

89.

When studying, I am able to keep my attention dearly
focused on th e m aterial.

When I need to. le a n work quickly on an exam without
getting u p tig ht

90.

I expect to g e t a lo t out o f college.

91.

My fam ily has a one-sided way of looking a t me. and they
don't understand my feelings.

92.

I feel confident o f my own opinions, and rm wffling to act
on them .

93.

Most teachers have a superior attitude that I find very
annoying.

74.

Because I know ve ryfe w people at m y college, I expect
my overall social situation to be very d ifficu lt during the
coming term .

75.

I would Gke to ta lk w ith a counselor about my general
attitude toward school.

76.

Enter a *1 * fo r this question.

77.

I often don't know w hat to say when Pm in a group of
people, so I try to get away as soon as I can.

94.

I hardly ever g o to a bookstore, and I've bought few. if
any. serious books.

78.

My teachers were very interesting and Bvely, and they
made the learning process quite enjoyable.

95.

I feel very com fortable with the changes in Gfa style that
my going to college wffl require.

79.

Over the years, I have frequently been selected as a
spokesperson o r group leader.

96.

Most people e ith e r avoid me o r take me tor granted.

97.
30.

I feel comfortable discussing im portant issues with my
parents.

I have not talked with any knowledgeable individuals
about the train in g required to r the occupation that most
Interests m e.

81.

I have the financial resources lh a t I need to finish college.

98.

When the odds are stacked against a person, ifs best to
throw in the to w e l earty and avoid a painful failure.

82.

I mink a lot about the future, and I try to plan m y current
life around my long-range goals.

99.

Studying is o n ly a sm all part o f my Gfe. and I don't take it
very seriously.
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RATING SC A LE
NOT AT
,
ALLTR U E | 1

I 2 I ? I 4 I 5 I « I

7

COMPLETELY
TRUE

100.

I would like to talk w ith a counselor about some emotional
tensions that are bothering me.

117.

Many people consider me an effective leader, and they
look to me fo r direction.

101.

Enter a *4* fo r this question.

118.

102.

I find it very hard to get into the joking and casual
conversation th a t goes on at parties.

During the coming term . I expect to feel somewhat lonely
and to have a strong desire to see more of my friends
and family.

119.

I study hard for all my courses, even those I don't fike.

103.

I am good a t figuring out what m aterial is most im portant
lor an exam and w hat is secondary.

120.

I like to make my own decisions, and I have a lo t of trust
in my judgm ent

I don't express unpopular opinions, even when something
im portant is at stake.

121.

I get so nervous during an exam that I tend to lose track
of what I'm doing.

I have spent a lo t o f tim e thinking about how best to
prepare m yself fo r a career.

122.

The total college experience-including both the studying
and the social fife -ts very attractive to me.

I would fike to ta lk w ith someone about getting a loan to
help me through school.

123.

Although school adm inistrators m ay pretend to have their
students' interest at heart, they really d o n t

In striving fo r an im portant goal, it is sometimes sensible
to take a few calculated risks.

124.

At this p o in t my college plans a re not directed toward
achieving any particular occupational goal.

125.

There is too much tension and em otional turm oil in my
fam ily.

126.

Enter a ‘ 5* fo r this question.

127.

On those occasions when I've tried to lead other people,
things have turned out badly.

128.

I would like some help selecting a program of courses
that w ill prepare me to get a good jo b after I graduate.

104.

105.

106.

107.

108.

I would readily leave college if I found a well paying job.

109.

I know many of the students at my college, and I feel (or
expect to feel) very much a t home.

110.

My parents have been very helpful in teaching me how to
get along w ith people.

111.

My studying is very irregular and unpredictable.

112.

Books have widened my horizons and stim ulated my
imagination.
129.

I tend to be adventurous and fun loving.

113.

I am in a bad financial position, and the pressure to earn
extra money w ill probably hinder m y studies.

130.

I often wonder if a college education is really worth all the
tim e, money, and effort that rm being asked to spend on 1

I would fike to receive some individual help with basic
mathematics.

131.

I fike to explore new ways of doing things-despite the
frustrations and disappointm ents th a t sometimes re s u lt

Most teachers do a very good job of explaining their
objectives.

132.

I le t my friends have too much influence on my fife.

133.

When I try to study, I usually get bored and quit after a
few minutes.

114.

115.

116.

I have no respect fo r people who openly reject the group
and do things differently than everyone else.
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RATING SCALE
MOT AT
.
.
.
A LL TRUE I 1 | 2 | 3 | 4 | S | 6 | 7 |

COMPLETELY
TRUE

134.

The teachers I had in school ware very professional and
objective in assigning gradas.

151.

I would like to receive some training to improve my
reading skills.

135.

My m ind is able to grasp compiicatad idaas.

152.

I have done a lo t o f reading about different occupations
that interest me.

136.

I would fike to tafc with a counselor about som e fam ily
problam s.

153.

My life at college is (o r w ill be) quite different from what
rm used to, and the adjustm ents win be very hard fo r me
to make.

154.

The notes I take during class are very spotty and
incom plete.

137.

I have no dasira to transfer to anothar school before
finishing a degree at this college o r univarsity.

138.

It has baan (or w ill be) very aasy for ma to adapt to my
living arrangements while atten(£ng college.
155.

I get no enjoym ent out of browsing in a fforary.

139.

I would Gka to meat an older student who can show me
around and give me soma advice.

156.

I would like to ta lk to someone about getting a
scholarship.

O ur anemias have nothing valuable to say. and we
should ignore them .

157.

I often take the initiative in solving my own problems.

158.

I don't agree w ith many of the lessons that my parents
tried to teach m e.

159.

I would like to ta lk w ith someone about the advantages
and disadvantages of various occupations.

160.

I dread the thought of going to school fo r several more
years.

161.

Some national problem s are so hopeless that we should
stop worrying about them.

162.

I Heed my teachers, and I feel they did a good job.

163.

People show little regard fo r my views, and they hardly
ever seek my advice.

140.

141.

When I was a child, my parents usually understood me,
respected my judgm ent and treated me in w ays that
helped me grow.

142.

I have found at least one occupation that seem s to fit well
w ith my personafity and interests.

143.

W hen rm doing something with a group o f people, they
often turn to me as the group's natural leader.

144.

I am quite confident that my decision to go to college was
the right thing fo r me. •

145.

I avoid m ost types of social activities.

146.

I have developed some very effective study techniques.

147.

In m y opinion, many teachers are more concerned about
them selves than they are about their students.

164.

I feel very good about m y capacity to adapt to my new
social environm ent at college.

148.

Listening to a frank discussion on some em otional issue
can be very interesting.

165.

When taking notes in class, I often get confused and can't
keep up.

149.

I would like to find out more about the fraternities and
sororities at my college.

166.

I have not yet found
attracts me.

150.

E nter a *3* fo r this question.

167.

I enjoy activities that bring me into dose contact with
people.

a potential career that strongly
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RATING SC A LE
NOT AT
,
A LLTR U E | 1

| 2

| 3

| 4

| 5

| 6

| 7

COMPLETELY
TRUE

I

168.

I would like to receive tutoring in one o r more of my
courses.

175.

would fike to talk to a placement officer about the
opportunities available for summer em ploym ent

169.

My family and I comm unicate very w ell, and we
understand each other's point o f view.

176.

O ur true feelings are often hidden, and it's healthy to
explore them to gain a greater understanding of
ourselves.

170.

I don't have any financial problem s that w ill hinder my
school work.

177. I like to spend some of my free tim e reading serious
books and articles.

171.

I would like to talk with a counselor about some difficulties
in my dating or social fife.

172.

I have developed a solid system of self-discipline, which
helps me keep up w ith my school work.

173.

Enter a *6* fo r this question.

174.

I often feel unsure of my opinions on im portant matters.

178.

I have not talked with any knowledgeable people about
the advantages and disadvantages of a particular
occupation.

179. During an exam, rm able to concentrate and keep my
thoughts w ell organized.

C H E C K T O M A K E SU R E YO U H AV E A N S W ER E D E V E R Y Q U E S TIO N IN TH IS
SE C TIO N (Q U E S T IO N S 2 2 T 0 1 7 9 ). AN SW ER A N Y T H A T H A V E B E E N LE F T
B LA N K .
TH EN G O TO PA R T D .

TURN OVER
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PARtD
Instructions. The present section measures your current impressions of your institution. It is recognized that most of the
students completing this questionnaire have had little or no direct contact with their institution, so they do not have well formed
impressions. But everyone comes to college with at least some knowledge-which is acquired from catalogs, the institution’s
general reputation, the reports of friends, preliminary contacts, and so forth.
So if you have just arrived on campus, don't let this fact bother you. Just give your Initial im pressions.
Each question describes a different characteristic. You are to rate how you currently feel about your institution in relation to
these characteristics. Answer by selecting a number from the following scale:

DISSATISFIED I 1

You may select any number from 1 to 7. As before, blacken the appropriate circle on the answer sheet Blacken only one
circle for each question.

180.

The location of the institution. ■

192.

181.

The kinds of academic courses and majors available.

193.

182.

The variety and quality of lood available (both on- and offcampus).

.J .

The condition and appearance of buildings and grounds.

185.

The general characteristics of the student body.

186.

The entertainment available at or near the institution.

187.

The adequacy of financial aid.

188.

Enter a ~T for this question.

189.

The intercollegiate athletic program.

190.

The faculty in general.

191.

The social life (both on- and off-campus).

My living arrangements while attending the institution
(whether at home, in a residence hall, or in an
apartment).
NOTE that the following is not a rating question. Select
option 1 if you agree with the statement; select option 2
if you do not.

The cost ol tuition, housing, and food.

184.

Shopping facilities at or near the institution.

194.

I authorize the counseling center at my institution to send
the student and advisor reports from this inventory to
my academic advisor, who will help me select courses
and make other educational decisions:
1) YES
2) NO (If you select this option, all of your reports will
be kept on file at your counseling center (or its
equivalent): as soon as the Student Report is
available, you will be able to obtain it from
that office.)

C H E C K TO M A K E S U R E TH A T YOU H AVE A N S W E R E D EVERY
Q U E S TIO N IN T H IS SE C TIO N (Q U ESTIO N S 180 T O 194). ANSW ER
A N Y T H A T H A V E B E E N LE F T B U N K .
T H E N R ETU R N T H E Q U ES TIO N N A IR E A N D T H E A N S W E R SHE ET TO
T H E EX AM IN ER .
T H A N K YO U!
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College Student Inventory
Retention Factor Scales*
D-l. Academic Motivation
Study Habits. This scale measures the student's. willingness
to make the sacrifices needed to achieve academic success. It
focuses on effort, not interest in intellectual matters or the
desire for a degree.
It can therefore be used to make
referrals to services that assist students in developing
better study habits.
Intellectual Interests.
This scale measures how much the
student enjoys the actual learning process, not the extent to
which the student is striving to attain high grades or to
complete a degree.
It measures the degree to which the
student enjoys reading and discussing serious ideas. Students
with high scores are likely to enjoy classroom discussions and
will feel comfortable with the high level of intellectual
activity that often occurs in the college classroom.
Academic Confidence.
This scale measures the student's
perception of their ability to perform well in school,
expecially in testing situations.
It is not intended as a
substitute for aptitude assessment, but rather as an indicator
of academic self-esteem. A comparison between the student's
standing on this scale and an aptitude measure can be very
revealing.
Desire to Finish College. This scale measures the degree to
which
the
student
values
a
college
education,
the
satisfactions of college life and the long-term benefits of
graduation.
It identifies students who, regardless of their
prior level of achievement, possess a keen interest in
persisting.
Attitude toward Educators. This scale measures the students'
attitudes toward teachers and administrators in general, as
acquired through their pre-college experiences. Students with
poor academic achievement often express a general hostility
toward teachers and this attitude often interferes with their
work.
D-2. Social Motivation
Self-Reliance. The purpose of this scale is to measure the
students' capacity to make their own decisions and to carry
through with them.
It also assesses the degree to which an
individual is able to develop opinions independently of social
pressure.
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Sociability.
This scale measures the student's general
inclination to join in social activities.
The relationship
between sociability and academic outcomes can be complex.
High sociability, for instance, can be a positive force for a
person with strong study habits, but a negative force for a
person with poor study skills.
Leadership. This is a measure of the student's feelings of
social acceptance, especially as a leader.
This scale does
not measure leadership ability or even potential; it simply
reflects the student's feelings about how others perceive
his/her leadership.
0-3. General Coping
Base of Transition. This scale measures the student's basic
feeling of security amid the changes that often accompany the
start of a college career. Its main focus is on feelings of
security in the campus social environment.
Family Emotional Support. This scale measures the students'
satisfaction with the quality of communication, understanding
and respect that they have experienced in their family. These
are factors that can influence their ability to adapt to the
stresses of college life.
Openness. This is a measure of the student's tendency to be
open to new ideas and to the sensitive and sometimes
threatening aspects of the world.
Since freshmen are often
exposed to strikingly new cultural
events,
political
philosophies, customs and interpersonal relationships, narrow
or defensive reactions can interfere with their education.
Career Planning. This scale measures the degree of maturity
that the student has shown in attempting to decide on a career
path.
It does not assume that maturity is reflected in an
early career decision.
Rather, it measures the mental
activities that usually lead to effective decision-making.
Sense of Financial Security. This scale measures the extent
to which the student feels secure about his/her financial
situation, especially as it relates to their current and
future college enrollment.
The scale is not intented to
measure the objective level of financial resources that the
student has, only their feeling of being financially secure.
D-4. Receptivity to Support Services
Academic Assistance. This scale measures the student's desire
to receive course-specific tutoring or individual help with
study habits, reading skills, examination skills, writing
skills or mathematics skills.
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Personal Counseling. This scale measures the student's felt
need for help with personal problems. It covers attitudes
toward school, instructor problems, roommate problems, family
problems, general tensions, problems relating to dating and
friendships and problems in controlling an unwanted habit.
Social Enrichment. This scale measures the student's desire
to meet other students and to participate in group activities.
Career Counseling. This scale measures the student's desire
for help in selecting a major or career.
D-5. Supplementary Scales
Initial Impression. This scale measures the student's initial
predisposition toward their college
on a variety of
dimensions.
This scale measures the pre-judgements and
preconceptions that the student has acquired from friends,
family and the media.
Internal Validity.
This scale measures the student's
carefulness in completing the inventory. Each question asks
the student to follow a simple instruction and it is scored in
terms of whether or not the student followed the instruction.
This is useful in identifying students who might have
responded randomly in order to finish quickly.
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College Student Inventory
Breakdown of Survey Questions
Per Retention Factor Scale
Academic Confidence
29
40
53
73
84

103
121
135
165
179

Attitude toward Educators
23
33
61
78
93

115
123
147
162

Career Planning
22
41
57
70
82
97

105
124
152
166
178

Desire to Finish
35
47
59
71
90

108
122
130
144
160

of Trans:
32
46
58
74
95

109
118
138
153
164

Family Emotional Support
38
48
69
80
91

110
125
141
158
169
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Sense of Financial Security
27
81
113
170

Initial Impression
63
137
180
181 through 193

Intellectual Interests
24
55
94

112
155
177

Leadership
37
52
79
96

117
127
143
163

Openness
28
42
49
64
72
87'
98

107
116
131
140
148
161
176

Receptivity to Academic Assistance
34
68
86

114
151
168

Receptivity to Institutional Help
30
34
39
54
65

66
68
75
86

100
114
128
136
149

151
159
168
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Receptivity to Career Counseling
30
65

128
159

88

Receptivity of Personal Counseling
39
56
75

100
136
171

Receptivity to Social Enrichment
54
66

139
149

Self-Reliance
31
45
62
83
92

104
120
132
157
174

Sociablity
36
50
77
85

102
129
145
167

Study Habits
25
43
60
67
89
99

111
119
133
146
154
172
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SAMPLb-----C opyrighted Hems and m alarial

NOEL*LEVITZ

a c t io

1994,Nod Levitx
Dear Student.
Y our institution is interested in systematically listening to its students. Therefore, your thoughtful
and honest responses to this inventory are very im portant.
You are pan o f a sample o f students carefully selected to share feedback about your college
experiences thus .far. Your responses w ill give your campus leadership insights about the aspects
o f college that are important to you as w ell as how satisfied you are w ith them.
To preserve confidentiality, your name is not requested.
—

Thank youfo r your participation.

Instructions:
* Use a No. 2 pencil only. Please do not use in k or ba llp oint pen.
* Erase changes com pletely and cleanly.
* Com pletely darken the oval th a t co rresponds to your response.

Each item below describes an expectation about your experiences on this campon. On the kft, Id os how jn p g d u t it is tor
, «norinstftution to meet this expectatlo a On ther^te tell ushow atM cdyoa are thatjrwn jmHtnrtiw has met thb npcclatino.

2-

3-

4 -neutral.
5-

fj

[® ® ® ®

1.
2.
3.
4.

Most Student! feel i sense o fbelong
Faculty cate about me as an individLu.
The quality o f instruction in the vocational/technical programs is excellent.
Security staff are helpful.

ib ,® ® ® ® ® ;®

3. The personnel involved in registration are helpful.

ffi® ;® ® ® ,® ®

7. Adequate financial aid is available for most students.
8. Classes are scheduled at times that are convenient for me.________________

to® ® ® ® ® ®
E®®®®®®

6. My academic advisor is approachable.

®®®k£kD®!cS

9.
10.
11.
12.

£d®!®®®;®(Ti

13. Financial aid awatds are announced to students in time to be helpful in college
planning.
14. Library resources and services are adequate.
15. I am able to register for chases I need with few conflicts.
16. The college shows concern for students as individuals.

CD®®®®®®
® ® ® ® ® ® ®
C D ® ® ;® ® ® ®

'5;®.®®!®'®®
d l l ' :

® ,® ® ® ® ® ®
C D ® ® ® ® ® ,®

r D®®®®®

£®®®®®

,® .® ® ® ® ®
CD®®®®®®

17.
18.
19.
20.

Internships or practical experiences are provided in my dcgrec/ccmficate program.
Child care facilities are available on
Security staffrespond quickly in emergencies.
My academic advisor helps me set gods to work toward.________________

••■iSSSHS*'

Personnel in the Veterans' Services program are helpful.
The quality o f instruction I receive in most o f my classes is
This campus provides effective support services for displaced hotnemakets.

Financial aid counselors are helpfuf.

| o o o | m oKoB o
ooooooooooooo
it OPMOTHarnessTHIS ABBA

"
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Im portant r to me . . .

i —■

” 'fir

21.
22.
23.
24.

There tre i sufficient number o f study nets on campus.
People on this campus respect a d are supportive ofeKh other.
Faculty are understanding o f students' unique life circumstances.
Perking loo are well-lighted and secure.

® ® *® ® ®

— ®;c

25.
26.
27.
25.

My ecedemic advisor is concerned about my success «s an individual.
Library staffare helpful end approachable.
The campus staff are caring ana helpful.
It is an enjoyable experience to be a «ivt»nf on ibis campus.

(2)'(D0(1)(D

—®®c

— ® .® ® !C

r S fflT '
—b«C
TXDtX
•<

d ;<d ,c

•^CD.I
aja
—®
!®;

xcdZ

29.
30.
31.
32.

rj

33. Admissions counselors accurately portray the campus in their recruiting practices.
34. Computer labs are adequate and accessible.
35. Policies and procedures retarding regisgatioo and course selection are clear and
well-publicized.
36. Students ate made to feel welcome on this nm pw

_

)!®2

37.
38.
39.
40.

—M®kr
— pme
—®.® ® (
—CD®1
' ®
®

— ®C

® .® ® ® ®

3 ) 3 ) CDCD<D
3> 3 )3 ) CDCD
(D (S ® (X )(D

Faculty ate fa ir and unbiased in their treatment o f individual students.
The careerservices office provides students witb the help they need to get ajob.
The campus is safe and secure for all students.

My academic advisor is knowledgeable about my program requirements.

Faculty take into consideration student differences as they teach a course.
The student center is a comfortable place fo r students to spend their leisure time.

The amount o f student parkins space on campus is adequate.
M^academic advisor is knowledgeable about tbc transfer requirements o f other

41. Admissions staff are knowledgeable.
42. The equipment in the lab facilities is kept up to date.
43. Class change (drop/add) policies are reasonable.

-»®<r

®,®®®®

CD,<D3)3)<D
<DQD<D3D<D

® .® .® ® ®
<D.QD<D(D(D
CD.CDCDCDCD
<D<D<DCD<D
<D(D 3>3><D
<D<D

13

44. I generallyTgiow what's happening on campus.

<D,(D.3>CD
<D<DGD<D<D
3>,<D CDCDCD
<D<D<D<D<D

45.
46.
47.
48.

,<D,CD0D3)<D
CDCDGDCD3)
® !® .® ® ®
CDCDCDCDCD

This institution has a good reputation within the community.
Faculty provide tim ely feedback about student progress in a course.
There ate adequate services to help me decide upon a career.
Counseling staffcate about
as individuals.

b

49. Admissions counselors respond to prospective students' unique needs and requests.
50. Tutoring services are readily available.
51. There are convenient ways L
my school b ill.
52^ This school does whatever it can to I Ip me reach my educational goals.

CDCD3 ) 3 ) CD
CD<D<D<D<D
CD’CDCDCDCD
<DCD<D<DGD

—®®,®®i®®;®|

53.
54.
35.
56.

The assessment and course placement procedures ate reasonable.
Faculty are interested in my academic problems.
Academic support services adequately meet the needs o f students.
The business office is open during hours which are convenient for most students.

CDCD3 ) CDCD
CD<D<D<DCD
(Z)CD(D®(D
(2),<D3 ) CDCD

—® ®:®:®i® ®®
—®.®,®f®i®;®.®

57.
38.
59.
60.

Administrators ate approachable to students.
Nearly a ll o f the faculty are knowledgeable in their fields.
New student orientation services help students adjust to college.
B illing policies are reasonable.

—® :® '® ® !® ® .®

61.
62.
63.
64.

Acuity ate usually available after class and during office hours
Bookstore staff are helpful.
I seldom get the "run-around' when seeking information on this campus.
Nearly a ll classes deal with practical experiences and applications.

>.®®®®®C_
‘|3)<DQ<D<Pff)j

M.
66.
§7.
68.

Students are notified early in the term if they are doing poorly in a class.
Program requirements are clear and reasonable.
Channels for expressing student complaints are readily available.
On the whole, the campus is well-maintained.

2<DCD<DCDCD<D
>CDCDCD<D CDCD.
/CD CD3 ) CD3 ) CD
/CD <D CDCDCDCD

—®®:®ie »>®,%
®®!a

— ® ,® !® |C

-»®,®r ■
—i®.®,®®(®(_.

— ®-®;®icDi®j®;<

—®,®:®<xx®®®
— j® ® ® <351® K D ®

■■jO® ® ®l® ®.®
yDI®,®;®®,®,!^
®:®®!®l®®'

J3®®:®‘®.®
—® ®.®CD®'®
—
® ®_®___
®®
®
— 1 ■
■ • .
— CD® ® ® ® ®

—® ®®®®®®

i

69. There is a good variety o f courses provided on this camnm
70. 1am able to experience intellectual growth here.

® '® ® ® ® ®
® ® ® ® ® r'

Q CD CDCD3 ) 3 ) (D
CD<D<D<D<D<D<D
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Your institution may choose to provide you with additional questions on a separate sheet The section
below numbered 71 - 80 is provided as a response' area for those additional questions. Continue on to
item 81 when you have completed this section.

-rr r

I m p o r t . i r n < i n rm- . .

(If items 71-80 not available, skip to item 8L)

1ate you that tkfa campus
lo metMnpthe needs of:
81. P*n-time Bodeno?
82. Evening smdems?
83. Older. letnmmg teamen?
84. Uoder-teptesemed populations?
85. Commmm?
86. Students w ith disabilities?

«»;>»>»Vc»»>*\»;i#
IDwwWKIJCj

Bow faUHKtiat wete each o f the follow ing (acton ia your
decision to enroll here?
a & ta o M i)k D £ Q
m S a w ix a K iH z
ro ra a *x )j< m O T

I
■
■

s ta c D a x ra ria
a xx^a xD K K cn 'ffl

■
■
I

87.
88.
89.
90.
91.
92.
93.
94.
95.

Coat
Financial aid
Afadrmic reputation
Sixeofinstinnioa
Opportunity to play sports
Recommendations from fam ily/friends
Geographic setting
Campus appearance
Personalized attention prior to enrollment

Choose the one response that best applies to you and darken the corresponding oval for each of the
questions below.
96. So fa r, how has your coller e experience
met jw r expectations?
X Much worse than I expected
X Quite a b it worse than I expected
X Worse than 1expected
X About what I expected
X Better than I expected
X Quite a b it belter than 1expected
X Much better than I expected

9 7 . K a le to u t o ve ra ll s a tis fa c tio n w ith
y o u r expe rie n c e h e re th u s fa n

1
2
>
i
I
•
t

Not satisfied at a ll
Not very satisfied
Somewhat dissatisfied
Neutral
Somewhat satisfied
Satisfied
Very satisfied

98. AH in a ll, if you had it to do
, would yuu
ra enroll here?
X Definitely not
f Probably not
X Maybe no:
X I don't Imow
r Maybe yes
f Probably yes
I Definitely yes

CONTINUE TO THE NEXT PAGE
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Illlllll

Cboose die she response that best describes you and Harirm the corresponding oral for each of the items below.

Jlllllllllllllllllllllllllllllll. Illlllllllllllllllllllllllllllll

106. Educationa l G oal:
X Associate degree
X Vtocaoooal/technical program
X Transfer to another insdtntioa
3 ) C ertification (in itia l or renewal)
X Setf-im provem em /pieistire
<13 Job-related training
33 Other

99. Gender;
I Female
X M ale
100. A |e
X 18 and under
X 19 to 24
X 25 to 34
X 35 to 44
'X 45 and over

107.

10L Ethnicity/Race:
X American Indian or Alaskan Native
X Asian or Pacific blander
X Caucasian/White
X Hispanic
•X Other
■E Prefer not to respond
102. C nrrest Earollm eot Status:
X Day
X Evening
X Weekend

1 0 8 .__________
33 Residence ball
X Own boose
X Rent room o r apartment o ff campus
X Parent's home
X Other

110. IT Iia M H tirr
Physical disability o r a diagnosed learning disability?
X Yes
X No

Lcvd:
(Years in attendance at this college)
X lo r less
X 2
X 3
X 4 or more

111. W ben I entered th is in stitu tio n , it was m y:
X 1st choice
X 2nd choice
■X 3rd choice or lower

105. CnneatGPA:
X
X
X
X
t
X

33 F ull-tim e o ff campus
X Part-tim e o ff campus
IX) FdH-dnic oq csmpos
<S> Part-ome oq campus
X N ot employed

109. g n M tiw C lassificathm :
X In-state
X Om-of-state
X International (not U.S. citizen)

103. C urrent Class Load:
T Full-tim e
X Part-time
104.

E*pleyeeob

No credits earned
1.99 or below
2.0-2.49
15 - 2.99
3.0-3.49
3.5 or above

Sodal Secnrity Number:
Vim r m qfM w irtaK tV im th is invn im ie iit is fw n m t.
Your Social Security Number is requested fo r research
purposes and w ill n o t appear on any report.

1112i M

a jo r:

F ill in major code
from lis t provided
by your institution.

i 1i t

I X

I I

£X£ £

I t il

X

£ I

£

X t X £

W rite your Social Security
number in the nine spaces o f
the box provided.
Completely darken the
corresponding ovaL

X

m
X

X

X

X

X
X
X
it

XXXXXXCDXI
X X X X X I I Xi
X X X X X X C i
TT t l T I t r

Item requested by your insdtntioa:
X

£

T
T
£
X

C C L t

I X I I
I t i t

f f it

i I III 11

Thank you for taking the time to complete this inventory.
Please do not fold.

goool

..O O Q O O O Q O O O O C O O O O
PLEASCDOHOTMAHKat TWSanca
__________

2

-

XXXXXXXvEX:
X D X X X S X
X i
x xx xXxxxxi
33 33 X 33 3)333333331
T X i l .11T X 33X!

0240
mm*bum* nrncs mtioomi aai
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SURVEY ADDENDUM
Do not respond to Items 71-80 on the third page of this survey.
This portion of the survey was designed to allow the institution to
ask more specific questions, but such questions are not required
for the study.
Do r.ot respond to Item 112.
The following question applies to Item 113.
The average amount of hours per week that I spent working in a
paid position during this semester was:
1.
2.
3.
4.
5.
6.

0 hours
1-10 hours
11-20 hours
21-30 hours
31-40 hours
Greater than 40
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Student Satisfaction Inventory
Retention Factor Scales*
Academic Advising assesses the comprehensiveness of your academic
advising program. Academic advisors are evaluated on the basis of
their knowledge, competence and personal concern for student
success, as well as on their approachability.
Campus Climate assesses the extent to which
provides experiences that promote a sense of
feelings of belonging. This scale also assesses
of your institution's channels of communication

your institution
campus pride and
the effectiveness
for students.

Campus Support Services assesses the quality of your support
programs and services which students utilize in order to make their
educational experiences more meaningful and productive. This scale
covers areas such as tutoring, the adequacy of the library and
computer labs, and the availability of academic and career
services.
Concern for the Individual assesses your commitment to treating
each student as an individual. Included in this assessment are
those groups who frequently deal with students on a personal level
(e.g. faculty, advisors, counselors, residence hall staff).
Instructional Effectiveness assesses your students' academic
experience, your curriculum and your campus's commitment to
academic excellence. This comprehensive scale covers areas such as
the variety of courses offered, the effectiveness of your faculty
in and out of the classroom, and the effectiveness of your adjunct
faculty and graduate teaching assistants.
Recruitment and Financial Aid assesses your institution's ability
to enroll students in an effective manner.
This scale covers
issues such as the competence and knowledge of admissions
counselors, as well as the effectiveness and availability of
financial aid programs.
Registration Effectiveness assesses issues associated with
registration and billing.
This scale also measures your
institution's commitment to making the registration process as
smooth and effective as possible.
Responsiveness to Diverse Populations assesses your commitment to
specific groups of students enrolled at your institution, e.g.
under-represented
populations,
students
with
disabilities,
commuters, part-time students, and older, returning learners.
Safety and Security assesses your institution's responsiveness to
students' personal safety and security on your campus. This scale
measures
the effectiveness of both security personnel and campus
f a r ■?1
^
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Service Excellence assesses the perceived attitude of your staff
toward students, expecially the attitude of front-line staff. This
scale also measures the quality of your staff's service delivery
and the extent to which staff convey a personal concern for
students.
Student Centeredneas assesses your campus's efforts to convey to
students that they are important to your institution. This scale
measures the extent to which your students feel welcome and valued.
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Student Satisfaction Inventory
Breakdown of Survey Questions
Per Retention Factor Scale
Academic Advising
06
12

25
32
40
48
52

Campus Climate
01

02

16
22

27
28
31
36
44
45
52
57
59
63
67

Campus Support Services
10

17
19
30
38
47
59

Concern for the Individual
02

16
25
29
48
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Instructional Effectiveness
02

18
23
29
37
46
54
58
61
64
65
66

69
70

Recruitment and Financial Aid
7
13
20

31
36
44
45
52
57
59
63
67

Registration Effectiveness
05
08
15
35
43
51
56
60
62

Responsiveness to Diverse Populations
81
82
83
84
85
86
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Safety and Security
04
11
24
31
39

Service Excellence
05
22

26
27
44
57
62
63
67

Student Centeredness
01
16
27
28
36
57

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Appendix G
Instrument Evaluations Interview Methods

209

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

210
Evaluation of CSI Instrument
Interview Schedule for MCC Instructors

R e g a r d i n g y o u r s t u d e n t s i n ___________________
th e F a ll S em ester 1995:

, d u r in g

1.

How w o u l d y o u d e s c r i b e t h e i r a b i l i t y

to

2.

How d i d t h e y r e g a r d y o u i n
t h e ir n eed s?

c o m p e te n c e an d c o m p a s s io n

3.

term s o f

t a k e exam s?

How f o c u s e d w e r e t h e y o n t h e i r c a r e e r s
a c h ie v e t h e i r p r o f e s s io n a l g o a ls ?

and

to be in

th e

p rocess

it

to w a r d s

ta k es

to

4.

How w o u l d y o u d e s c r i b e t h e i r d e s i r e

5.

How m uch d i d
th e y
in v o lv e
th e m s e lv e s
a c t i v i t i e s w ith o t h e r s t u d e n t s ?

S.

W hat k i n d s o f f a m i l y p r o b le m s d i d t h e y s h a r e w i t h y o u ?

7.

How m uch d i d t h e y w o r r y a b o u t m a k in g e n d s m e e t a n d how d i d t h a t a f f e c t
t h e i r s c h o o l w ork ?

in

s c h o o l?
c o lle g e

a c tiv itie s

8.

. How a f f e c t e d

9.

How s a t i s f i e d

10.

How m u ch d i d
le a r n in g ?

11.

W hat t y p e s o f l e a d e r s h i p

12.

How w o u l d y o u r a t e t h e i r w i l l i n g n e s s t o t r y n ew m e t h o d s o r l i s t e n
id e a s ?

13.

How r e c e p t i v e d i d t h e y s e e m t o

14.

How w o u l d y o u r a t e t h e i r a b i l i t y
t r u s t i n t h e i r own o p i n i o n s ?

15.

W o u ld y o u s a y t h a t t h e y e n j o y e d b e i n g w i t h o t h e r p e o p l e ?

16.

How w o u l d y o u d e s c r i b e t h e i r a b i l i t y t o f o c u s o n s c h o o l w o r k ,
c o m p r e h e n s iv e n o t e s , an d f o l l o w th r o u g h o n a s s ig n m e n t s ?

and

w ere th e y b y p e e r p r e s s u r e and e m o tio n a l s t r e s s ?
w o u ld y o u s a y t h a t t h e y w e r e w i t h
t h e y seem

to

e n j o y r e a d in g

r o le s

th is

- e ith e r

d id t h e y r e a d i l y

s c h o o l?

f o r en jo y m e n t o r

fo r

a ssu m e?
t o n ew

b e to w a r d s a c a d e m ic a s s i s t a n c e ?
to

act

on

th e ir

ow n

in itia tiv e
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Evaluation of CSI Instrument
Memorandum to MCC Instructors

Memorandum
D a te :

A p r il 1 8 ,

199S

To:

Pam B r o w n , D a l e D e V r i e s , P h i l A n d e r s o n ,
H a r o ld G e l d e r l o o s , J e s s e S p r a y b e r r y , C h e r y l D a u l t

F rom :

Jan F ie ld s

R e:

S urvey

- x389

I am c o m p l e t i n g t h e r o u g h d r a f t o f a s t u d y t h a t I c o n d u c t e d l a s t s e m e s t e r
h e r e a t MCC.
I n c l u d e d i n t h a t s t u d y w e r e s t u d e n t s fr o m o n e o f y o u r c l a s s e s
d u r in g t h a t s e m e s t e r .
In o r d e r t o c o m p le te t h e p i c t u r e b e in g d e v e l o p e d b y
th e s u r v e y in s tr u m e n ts f i l l e d
o u t by y o u r s tu d e n ts ,
I w o u ld l i k e
an
o p p o r tu n ity t o in t e r v ie w y o u .
E n c lo s e d i s a n " i n t e r v ie w s c h e d u le " , w h ic h i s o f t e n u s e d b y r e s e a r c h e r s t o
g u id e an in t e r v ie w u s e d f o r s tu d y p u r p o s e s .
I am s e n d i n g
i t to you so th a t
y o u ' l l h a v e a n i d e a w h a t I ' l l a s k y o u w hen we m e e t .
I w ill c a l l you in th e
n e a r f u t u r e t o s e e i f w e c a n i n d e e d g e t t o g e t h e r a n d , i f s o , w h a t t i m e w o u ld
b e m o st c o n v e n ie n t f o r y o u .
As you can t e l l
b y t h e q u e s t io n s , I ' l l p r o b a b ly
n e e d a b o u t a h a l f h o u r o f y o u r tim e .
P l e a s e c o n s i d e r t h i s r e q u e s t fr o m a f e l l o w c o l l e a g u e who i s i n t e r e s t e d i n
l e a r n i n g how t o b e s t m e e t t h e n e e d s o f o u r s t u d e n t s .
Y o u ' l l b e h e a r i n g fr o m
me s o o n .
T h an k s!

en c.
J F # 6 :4 ' 9 6su rv
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Evaluation of SSI Instrument
Interview Schedule for MCC Staff Personnel
There was no actual interview schedule constructed and used for
the purpose of interviewing staff personnel. Rather, the results of the
SSI were brought to the personnel for comment. The results of the SSI
are included in Appendix H. If the staff person was directly responsible
for registration effectiveness, he was asked to comment on the ratings
given by the subjects in this study. These comments and responses by
MCC staff personnel are given in Appendix L.
Memorandum to MCC Staff Personnel
Because of the general availability of staff personnel at MCC, a
memorandum was not as necessary as it was with MCC instructors. The
only necessary communication was to the president of the college to ask
for advice regarding which staff personnel to interview. This memoran
dum is included in this appendix.
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T o:
F ro m :
R e:

F ran k M arczak
Jan F ie ld s
O is s S t u f f

H i F ran k,
I n e e d y o u r a s s i s t a n c e w i t h a p o r t i o n o f t h i s a t t r i t i o n s t u d y t h a t I 'm
c u r r e n t l y c o n d u c tin g .
A tta c h e d a r e th e r e s u l t s o f a s u r v e y t h a t w as ta k e n
h e r e a t MCC o f t h e s t u d e n t s i n v o l v e d i n my s t u d y .
T h e r e s u l t s a r e t h e m ean
s c o r e s fr o m e a c h s u r v e y q u e s t i o n a s a n s w e r e d b y 64 MCC s t u d e n t s d u r i n g F a l l
S e m e ste r l a s t y e a r .
T h ere w ere s e v e n p o s s ib le r e s p o n s e s t o e a c h o f th e
q u e s t io n s on th e s u r v e y in s tr u m e n t:

1.
2.
3.
4.
5.
6.
7.

N ot s a t i s f i e d a t a l l
N ot v e r y s a t i s f i e d
S om ew h at d i s s a t i s f i e d
N e u tr a l
Som ew h at s a t i s f i e d
S a tis fie d
V ery s a t i s f i e d

W hat I w o u ld l i k e t o d o i s h a v e a n a p p r o p r i a t e a d m i n i s t r a t i v e p e r s o n
a d d r e s s e a c h o f t h e s e q u e s t i o n s a s t h e y a p p l y t o MCC.
In o th e r w ord s, I
w o u ld l i k e t o h a v e s o m e o n e w ho i s r e s p o n s i b l e f o r t h e a r e a s a d d r e s s e d b y
t h e s e q u e s t i o n s t o r a t e how w e l l MCC i s p e r f o r m i n g i n t h e s e a r e a s .

W hat I w o u ld l i k e y o u t o d o i s r e co m m en d t o me w h ic h i n d i v i d u a l s w o u ld
be th e b e s t on es to a d d r ess th e s e a r e a s .
F o r i n s t a n c e , p e r h a p s J im R o tm a n
w o u ld b e t h e b e s t p e r s o n t o a d d r e s s t h e q u e s t i o n s u n d e r t h e h e a d i n g SAFETY
AND SECURITY.
M aybe E u n i c e M e rw in w o u ld b e t h e b e s t p e r s o n t o a d d r e s s t h e
q u e s t i o n s u n d e r t h e h e a d i n g RESPONSIVENESS TO DIVERSE POPULATIONS.
A nyw ay,
I th in k you g e t th e id e a .
I c a n g u e s s o n so m e o f th e m , b u t I ' d l i k e t o m ake
s u r e t h a t I h a v e t h e r i g h t p e r s o n f o r e a c h o f t h e 12 l i s t e d c a t e g o r i e s .
I
f i g u r e d y o u ' d b e t h e b e s t o n e t o d e t e r m i n e w h ic h f o l k s I s h o u l d c o n s u l t o n
th e s e m a tte r s.
A l l I n e e d fr o m y o u a r e t h e p e o p l e - - I ' l l w o r k w i t h t h o s e
f o l k s t h a t y o u re co m m en d .

I 'm p l a n n i n g o n i n t e r v i e w i n g t h e i n s t r u c t o r s o f e a c h o f t h e c l a s s e s
i n v o l v e d i n t h e s t u d y , s o I w o u ld r a t h e r t h a t y o u s e l e c t o t h e r f o l k s b e s i d e s
th e in s t r u c t o r s t h e m s e lv e s .
(P e r h a p s d e p a r tm e n t h ea d s o f v o c a t i o n a l p ro g ra m s
c o u l d a d d r e s s INSTRUCTIONAL EFFECTIVENESS?)

W h a te v e r a d v i c e y o u c a n o f f e r w o u l d b e g r e a t l y a p p r e c i a t e d .
Y ou c o u l d
j u s t j o t a memo a n d s e n d i t t o V i c k i , o r p e r h a p s l e a v e a m e s s a g e o n my p h o n e
m a il.
T h a n k s !!
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Muskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scales: In Alphabetical Order W ith Items That Make Up the Scale
Our Institution Means

National Group Means

M uskegon C om m unity College

Scale
A C A D E M IC A D V IS IN G /C O U N S E L IN G

Importance

Sslisfaclion/SD

Performance Oap

Mean Difference

Com m unity, Junior A Technical Colleges

Importance

Salisfaclion/SD

Performance Oap

(Satisfaction)

Our Inst • N at'l Orouf

5.71

4 .5 4 /

1.45

1.17

6.10

5 .0 5 /

1.29

1.05

-0.51 *

6. M y academic advisor is approachable.

5.61

4 .4 1 /

1.62

1.20

6.19

5 .3 2 /

1.64

0.87

-0.91 * •

12. M y academic advisor helps me set goals to w o rk

5.56

4 .1 9 /

1.80

1.37

5.92

4 .8 2 /

1.71

1.10

-0.63 *

5.68

4 .2 6 /

1.75

1.42

6.06

4.92 /

1.70

1.14

-0.66 •

32. M y academic advisor is knowledgeable about m y
program requirements.

5.91

4 .3 8 /

2.03

1.53

6.27

5 .2 8 /

1.65

0.99

-0.90 * •

40. M y academic advisor is knowledgeable about the
transfer requirements o f other schools.

5.40

4 .2 8 /

1.71

1.12

6.05

4 .9 4 /

1.63

1.11

•0.66 *

48. Counseling s ta ff care about students as
individuals.

5.88

5.03 /

1.54

0.85

5.99

5 .0 2 /

1.53

0.97

0.01

5.91

5 .1 8 /

1.31

0.73

6.20

5 .0 4 /

1.50

1.16

0.14

5.93

5 .1 8 /

1.02

0.75

6.01

5 .1 5 /

1.07

0.86

0.03

6.19

5 .0 3 /

1.71

1.16

6.21

5.21 /

1.57

1.00

■ -0.18

toward.
25. M y academic advisor is concerned about m y
success as an individual.

52. T his school does whatever it can to help me reach
m y educational goals.
A C A D E M IC SERVICES
14. L ib ra ry resources and services are adequate.

National Ciroup Meant are based on 30492 student tecotds.

Copyright 1994, Noel-Levitz Centers, Inc.
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* Difference statistically significant at the 0) level
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Muskegon Community Coliege

Student Satisfaction Inventory

Institutional Summary
Scales: In Alphabetical Order W ith Items That Make Up the Scale
Our Institution Means

National Gronp Means

M uskegon Com m unity College

Scale
2 1. There are a sufficient number o f study areas on
campus.

Importance

Salisfaction/SD

Performance Oap

Mean Difference

Com m unity, Junior & Technical Colleges
Importance

Salisfaction/SD

Performance Gap

(Satisfaction)
Our Inst • Nat'l Orouj

5.66

5 .1 9 /

1.47

0.47

5.87

5.04 /

1.58

0.83

0.15

26. L ib ra ry s ta ff are helpful and approachable.

5.78

5 .2 3 /

1.52

0.55

5.97

5 .3 1 /

1.50

0.66

-0.08

34. Com puter labs are adequate and accessible.

5.84

5 .2 9 1

1.19

0.55

6.10

5 .1 7 /

1.58

0.93

0.12

6.24

5 .0 9 /

1.59

1.15

6.10

5 .1 2 /

1.52

0.98

•0.03

SO. T uto rin g services are readily available.

5.85

5.33 /

1.40

0.52

5.95

5.23 /

1.50

0.72

0.10

55. Academ ic support services adequately meet the

5.90

5 .1 5 /

1.08

0.75

5.82

4 .9 8 /

1.36

0.84

0.17

5.74

4 .8 3 /

1.10

0.91

5.94

4.91 /

1.21

1.03

-0.08

5.97

4.61 /

1.61

1.36

6.14

4.93 /

1.79

1.21

-0.32

5.63

4.31 /

1.69

1.32

5.91

4 .6 0 /

1.71

1.31

-0.29

6.00

5 .1 0 /

1.70

0.90

5.97

4 .8 7 /

1.72

1.10

0.23

42. The equipment in the lab facilities is kept up lo
date.

needs o f students.
A D M IS S IO N S A N D F IN A N C IA L A ID
7. Adequate financial aid is available fo r most
students.
13. Financial aid awards are announced to students in
tim e to be h e lp ful in college planning.
20. Financial aid counselors are helpful.

216

National Group Mesni sit bucd on 30492 student records.

* OifTcrencc siMlnically significant at the .05 level
' * Dillercnce statistically lignMcant ar lire .01 level
. . . im m o c t jm m lc.lly significant M the .001 level
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rfuskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scales: In Alphabetical Order With Items That Make Up the Scale
Our Institution Means

National Group Means

Muskegon C om m unity College

Scale

Importance

33. Admissions counselors accurately portray the
campus in th e ir recruiting practices.

Salisfaction/SD

C om m unity, Junior A Technical Colleges

Performance Oap

Importance

Salisfaction/SD

Performance Oap

Mean Difference
(Satisfaction)
Our Inst - Nat‘1Grouf

5.21

4 .6 7 /

1.44

0.54

5.62

4 .8 7 /

1.43

0.75

-0.20

41. Admissions s ta ff are knowledgeable.

6.03

5 .3 0 /

1.42

0.73

6.08

5.21 /

1.43

0.87

0.09

49. Adm issions counselors respond to prospective

5.55

5 .0 0 /

1.21

0.55

5.87

4.94 /

1.47

0.93

0.06

5.67

5 .2 6 /

0.81

0.41

5.92

5 .0 9 /

1.04

0.83

0.17

4.79

4 .9 7 /

1.13

•0.18

5.38

5 .1 3 /

1.37

0.25

•0.16

5.76

5 .5 0 /

1.42

0.26

5.95

5 .2 4 /

1.43

0.71

0.26

5.88

5.21 /

1.39

0.67

6.11

4.94 /

1.57

1.17

0.27

5.94

5 .1 2 /

1.32

0.82

5.83

4 .9 9 /

1.44

0.84

0.13

5.88

5 .2 4 /

1.21

0.64

5.96

5 .1 9 /

1.36

0.77

0.05

5.74

5.41 /

0.99

0.33

6.01

5 .3 0 /

1.45

0.71

0.11

students' unique needs and requests.
C A M P U S C L IM A T E
1. M ost students feel a sense o f belonging here.
2. Faculty care about me as an individual.
16. The college shows concern fo r students as

~

individuals.
22. People on this campus respect and are supportive
o f each other.
27. The campus s ta ff are caring and helpful.
28. It is an enjoyable experience to be a student on
this campus.

* Difference statistically significant at die .05 level
•• Difference statistically significant at the .01 level
Difference statistically significant at the .001 level

Naiiunal Group Means are bared on 30492 student records.
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Muskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scales: In Alphabetical Order With Items That Make Up the Scale
Our Institution Mean*

National Group Means

Muskegon C o m m u n ity College

Scale

Importance

Satisfaction/SD

Performance Gap

Mean Difference

C om m unity, ju n io r & Technical Colleges
Importance

Salisfaction/SD

Performance Gap

(Satisfaction)
Our Inst - Nat'l Grou|

31. The campus is safe and secure fo r a ll students.

5.91

5 .5 9 /

1.13

0.32

6.28

5 .3 0 /

1.42

0.98

0.29

36. Students are made to feel welcome on this

6.03

5 .5 6 /

0.96

0.47

6.09

5.35 /

1.40

0.74

0.21

44.1 generally know what's happening on campus.

4.71

4 .6 7 /

1.14

0.04

5.41

4 .7 2 /

1.50

0.69

•0.05

45. T his institution has a good reputation w ith in Ihe
com m unity.

5.76

5 .7 6 /

1.10

0.00

6.04

5 .4 4 /

1.43

0.60

0.32

5.91

5 .1 8 /

1.31

0.73

6.20

5.04 /

1.50

1.16

0.14

57. Adm inistrators are approachable to students.

5.53

5 .1 6 /

1.19

0.37

5.89

5.02 /

1.49

0.87

0.14

S9. New student orientation services help students

5.46

5 .0 9 /

1.20

0.37

5.73

S.0I /

1.49

0.72

0.08

6.03

5.33 /

1.36

0.70

6.07

4 .92 /

1.69

1.15

0 .4 l

5.65

5 .0 3 /

1.59

0.62

5.85

4.62 /

1.61

1.23

0.41

5.13

4 .5 8 /

1.03

0.55

5.35

4 .7 7 /

l.ll

0.58

campus.

52. T his school does whatever it can to help me reach
m y educational goals.

adjust to college.
63.1 seldom get the "run-around" when seeking
inform ation on this campus.
67. Channels fo r expressing student complaints are
readily available.
C A M P U S SUPPORT SERVICES

National Oroup Means are based on 30492 student records.

•

-0.19

• Difference nellslicelly significant at the .03 level
• • Difference statistically significant at the .01 level
. . . Di(re,ence statistically significant at the .001 level
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Muskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scales: la Alphabetical Order W ith Items That Make Up the Scale
Our Institution Means

Mean Difference

National Group Means

Muskegon (Community College

C om m unity, Junior & Technical Colleges

(Satisfaction)

•

Scale

Importance

Salisfaction/SD

Performance Gap

Importance

Salisfaction/SD

Performance Gap

Our Inst • Nal'l Grou(

10. C h ild care facilities are available on campus.

4.73

3.61 /

>.75

1.12

4.60

4 .2 6 /

1.64

0.34

•0.65

17. Personnel in the Veterans' Services program are

4.10

4 .3 3 /

0.97

-0.23

4.39

4 .3 9 /

1.26

0.00

-0.06

4.78

4 .2 2 /

0.95

0.56

4.87

4 .5 8 /

1.32

0.29

-0.36

5.26

4 .5 2 /

1.20

0.74

5.83

4 .8 3 /

1.46

1.00

-0.31

5.14

4 .9 3 /

1.33

0.21

5.49

4 .9 4 /

1.55

0.55

-0.01

5.97

5.06 /

1.26

0.91

5.99

5.01 /

1.48

0.98

0.05

5.46

5 .0 9 /

1.20

0.37

5~73

5.01 /

1.49

0.72

0.08

5.89

5.07 /

1.12

0.82

6.07

5.06 /

1.20

1.01

0.01

2. Faculty care about me as an in dividual.

5.76

5 .5 0 /

1.42

0.26

5.95

5.24 /

1.43

0.71

0.26

16. The college shows concern fo r students as

5.88

5.21 /

1.39

0.67

6.11

4 .9 4 /

1.57

1.17

' 0.27

helpful.
19. T his campus provides effective support services
fo r displaced homemakers.
30. The career services o ffic e provides students w ith
(he help they need to get a jo b .
38. The student center is a com fortable place fo r
students to spend th e ir leisure tim e.
47. There are adequate services to help me decide
upon a career.
59. N e w student orientation services help students
adjust to college.
C O N C E R N FO R T H E IN D IV ID U A L

Notional Group Means are based on 3M92 student records.
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• Difference statistically significant at the 05 level
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M uskegon Com m unity College

Student Satisfaction Inventory

In s titu tio n a l S u m m a ry
Scales: In A lp h a b e tic a l O r d e r W ith Item s T h a t M a k e U p th e Scale
O u r In s titu tio n M eans
M uskegon'Com m unity College
Scale

Importance

Satisfaction/SD

Performance Gap

N a tio n a l G ro u p Means
Com m unity, Junior A Technical Colleges
Importance

Salisfaclion/SD

Performance Gap

M ean D ifference
(Satisfaction)
Our Inst - Nal'l Gtouj

individuals.
23. M y academic advisor is concerned about m y

3.68

4 .2 6 /

1.75

1.42

6.06

4 .9 2 /

1.70

1.14

-0.66 *

6.24

5 .2 9 /

1.38

0.95

6.25

5 .1 4 /

1.56

l.tl

0.15

5.88

5.03 /

1.54

0.85

5.99

5 .0 2 /

1.53

0.97

0.01

6.14

5 .4 7 /

0.89

0.67

6.18

5 .2 7 /

1.02

0.91

0.20

5.76

5 .5 0 /

1.42

0.26

5.95

5 .2 4 /

1.43

0.71

0.26

18. T he q u a lity o f instruction 1 receive In most o f m y
classes is excellent.

6.35

5 .8 8 /

0.91

0.47

6.50

5 .5 5 /

1.34

0.95

0.33

23. Faculty are understanding o f students' unique life

6.03

4.97 /

1.34

1.06

6.05

4 .9 7 /

1.57

1.08

0.00

6.24

5 .2 9 /

1.38

0.95

6.25

5 .1 4 /

1.56

l.ll

0.15

5.94

5 .1 5 /

1.39

0.79

6.03

5 .0 2 /

1.48

1.01

0.13

success as an individual.
29. Faculty are fa ir and unbiased in th e ir treatment o f
in d ivid u a l students.
48. Counseling s ta ff care about students as
individuals.
IN S T R U C T IO N A L EFFECTIVENESS
2. Faculty care about me as an individual.

circumstances.
29. Faculty are fa ir and unbiased in th e ir treatment o f
in d ivid u a l students.
37. Faculty take in to consideration student differences

National Group Means art based on 3M92 student records.
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• Difference statistically significant at the OS level
** Difference statistically significant at the 01 level
. . . „ lffcrcnce statistically significant at the 001 level
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M uskegon C om m unity College

Student Satisfaction Inventory

In s titu tio n a l S u m m a ry
Scales: In A lp h a b e tic a l O r d e r W ith Ite m s T h a t M a ke U p the Scale
O u r In s titu tio n M eans
M uskegon C om m unity College
V
Scale

Importance

Satisfaction/SD

Performance Gap

N a tio n a l G ro u p M e a n t
C om m unity, Junior A Technical Colleges

Importance

Satisfaction/SD

Performance Gap

M ean D ifference
(Satisfaction)

Our Inst - Nat’l Grou[

as they teach a course.
46. Faculty provide tim e ly feedback about student
progress in a course.

6.06

5 .1 2 /

1.39

0.94

6.12

5 .1 6 /

1.44

0.96

•0.04

54. Faculty are interested in m y academic problems.

6.06

5 .2 9 /

1.29

0.77

5.99

5 .0 3 /

1.46

0.96

0.26

58. N e a rly a ll o f the faculty are knowledgeable in

6.21

5 .9 4 /

1.10

0.27

6.35

5 .6 3 /

1.30

0.72

0.31

6.18

5 .7 9 /

0.77

0.39

6.22

5.53 /

1.39

0.69

0.26

6.26

5 .3 5 /

1.41

0.91

6.03

5 .2 6 /

1.37

0.77

0.09

6.12

4 .8 0 /

1.61

1.32

6.15

4 .8 7 /

1.66

1.28

-0.07

66. Program requirements are clear and reasonable.

6.29

5 .4 7 /

1.42

0.82

6.24

5.41 /

1.37

0.83

0.06

69. There is a good variety o f courses provided on this

6.18

5 .9 7 /

0.90

0.21

6.30

5 .4 3 /

1.46

0.87

0.54 •

6.24

5.97 /

0.90

0.27

6.27

5 .5 5 /

1.33

0.72

their fields.
61. Faculty are usually available after class and d u rin g
o ffice hours.
64. N early a ll classes deal w ith practical experiences
and applications.
65. Students are n o tifie d early in the term i f they are
doing p o o rly in a class.

campus.
70.1 am able to experience intellectual grow th here.

•

0.42

National Group Means are based on 30492 student records.
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* Difference statistically significant at the 05 level
•• Difference statistically significant at the 01 level
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Muskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scales: In A lp h a b e tica l O rd e r W ith Ite m s T h a i M a k e U p th e Scale
O u r In s titu tio n M eans
M uskegon Com m unity College
Scale
R E G IS TR A TIO N EFFECTIVENESS

Importance

Salisfaction/SD

Performance Gap

N a tio n a l G ro u p Means
C om m unity, Junior & Technical Colleges

Importance

Satisfaclion/SO

M ean D ifference
(Satisfaction)

Performance Gap

Our Inst - Nat'l Grouj

5.94

5 .4 0 1

0.85

0.54

6.13

5.25 /

1.03

0.88

0.15

S. The personnel in vo lve d in registration are helpful.

3.88

5 .2 9 /

112

0.59

6.13

5 .2 4 /

1.58

0.89

0.05

8. Classes are scheduled at tim es that are convenient

6.35

5 .0 0 /

1.63

1.35

6.45

5 .3 0 /

1.60

1.15

-0.30

6.30

5.33 /

1.69

0.97

6.34

5.21 /

1.62

1.13

0.12

33. Policies and procedures regarding registration and
course selection are clear and well-publicized.

6.12

5 .5 6 /

1.33

0.56

6.15

5.28 /

1.47

0.87

0.28

43. Class change (drop/add) policies are reasonable.

5.78

5.71 /

1.07

0.07

6.01

5.30 /

1.46

0.71

0.41

31. There are convenient ways o f paying m y school

5.77

4 .9 7 /

1.40

0.80

6.11

5 .1 6 /

1.58

0.95

-0.19

5.73

5 .5 2 /

1.26

0.21

6.01

5.31 /

1.45

0.70

0.21

60. B illin g policies are reasonable.

5.70

5 .2 8 /

1.20

0.42

5.96

5 .1 0 /

1.50

0.86

0.18

62. Bookstore s ta ff are helpful.

5.79

5 .9 1 /

III

•0.12

5.96

5.32 /

1.56

0.64

0.59 ♦

fo r me.
15.1 am able to register fo r classes 1 need w ith few
conflicts.

b ill.
36. The business o ffic e is open during hours w hich are
convenient fo r most students.

•

National Group Meant are based on J0492 student records.
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Muskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scale*: In Alphabetical Order W ith Item* That Make Up the Scale
Our Institution Means

National Group Means

M uskegop C om m unity College

Scale

Importance

Satisfaction/SD

Performance Gap

Mean Difference

Com m unity, Junior & Technical Colleges
Importance

Satisfaction/SD

Performance Gap

(Satisfaction)
Our Inst - Nat'l Grou|

RESPONSIVENESS T O D IVE R SE P O P U LA T IO N S

5.16 /

1.05

5 .3 3 /

1.21

-0.17

81. Institution's com m itm ent to part-tim e students?

5 .2 7 /

1.38

5 .4 4 /

1.36

-0.17

82. Institution's com m itm ent to evening students?

5 .0 9 /

1.20

5 .3 4 /

1.44

-0.25

83. Institution's com m itm ent to older, returning

5 .5 0 /

1.16

5 .4 7 /

1.35

0.03

5 .1 3 /

1.23

5 .1 8 /

1.35

-0.05

8S. Institution's com m itm ent to commuters?

4 .9 3 /

1.39

5 .1 8 /

1.45

-0.25

86. Institution's com m itm ent to students w ith
disabilities?

4 .9 6 /

1.37

5 .3 3 /

1.40

-0.37

5.59

5 .1 8 /

0.85

0.41

5.95

4 .7 3 /

1.23

1.22

0.45 *

4. Security s ta ff are he lp ftil.

4.91

4 .9 0 /

1.30

0.01

5.36

4.66 /

1.60

0.70

0.24

11. Security stafT respond q u ic k ly in emergencies.

5.43

4 .7 8 /

I.IS

0.65

5.79

4 .5 9 /

1.46

1.20

0.19

24. Parking lots are w e ll-lig h ted and secure.

5.79

5 .8 2 /

III

•0.03

6.14

4 .8 2 /

1.71

1.32

1.00

3 1. The campus is safe and secure fo r a ll students.

5.91

5 .5 9 /

1.13

0.32

6.28

5 .3 0 /

1.42

0.98

0.29

learners?
84. Institution's com m itm ent to under-represented
populations?

S A F E T Y A N D SE C U R ITY

National Group Means are based on 30492 student records.
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* Difference statistically significant at the 05 level
•• Difference statistically significant at the 01 level
. . . Difference statistically significant at the .001 level
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Muskegon Com m unity College

In s titu tio n a l S u m m a ry
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Scales: In Alphabetical Order With Items That Make Up the Scale
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(/)
(/)

Our Institution Means

National Group Means

Muskegon C o m m u n ity College

Scale

Importance

Salisfactlon/SD

Performance Oap

Mean Difference

C om m unity, Junior & Technical Colleges
Importance

Satisfaction/SD

Performance Oap

(Satisfaction)
Our Inst - Nat'l Grou|

39. The amount o f student parking space on campus is
adequate.

S.8S

4 .6 8 /

1.57

1.17

6.11

4.23 /

2.05

1.88

0.45

S E R VIC E E X C E L L E N C E

5.69

5 .2 3 /

0.80

0.46

5.90

5.04 /

1.05

0.86

0.19

S. The personnel in vo lve d in registration are helpful.

5.88

5 .2 9 /

1.12

0.59

6.13

5 .2 4 /

1.58

0.89

0.05

22. People on th is campus respect and are supportive

5.94

5 .1 2 /

1.32

0.82

5.83

4 .9 9 /

1.44

0.84

0.13

26. L ib ra ry s ta ff are h e lp ftil and approachable.

5.78

5.23 /

L52

0.55

5.97

5.31 /

1.50

0.66

•0.08

27. The campus stafTare caring and hefpfUI.

5.88

5 .2 4 /

1.21

0.64

5.96

5 .1 9 /

1.36

0.77

0.05

44.1 generally know what's happening on campus.

4.71

4 .6 7 /

1.14

0.04

5.41

4 .7 2 /

1.50

0.69

-0.05

57. Adm inistrators are approachable to students.

5.53

5 .1 6 /

1.19

0 .3 7 ~

5.89

5 .0 2 /

1.49

0.87

0.14

62. Bookstore sta ff are h e lp ftil.

5.79

5 .9 1 /

III

•0.12

5.96

5 .3 2 /

1.56

0.64

0.59 *

63.1 seldom get the "run-around" when seeking

6.03

5.33 /

136

0.70

6.07

4.92 /

1.69

1.15

0.41

5.65

5 .0 3 /

1.59

0.62

5.85

4.62 /

1.61

1.23

0.41

o f each other.

inform ation on this campus.
67. Channels fo r expressing student complaints are
readily available.

"

National CJroup Meant are based on 30492 student records.
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Muskegon Community College

Student Satisfaction Inventory

Institutional Summary
Scales: In Alphabetical Order With Items That Make Up the Scale
Our Institution Means

National Group Means

M uskegoh C om m unity College

Scale
S T U D E N T CEN TER EDNESS

Importance

Satisfaction/SD

Performance Qap

Mean Difference
(Satisfaction)

C om m unity, Junior & Technical Colleges

Importance

Salisfaction/SD

Performance Oap

Our Inst • Nat'l Orou|

5.64

5.26 /

0.88

0.38

5.90

5 .1 6 /

1.14

0.74

0.10

4.79

4 .9 7 /

1.13

-0.18

5.38

5 .1 3 /

1.37

0.25

-0.16

16. The college shows concern fo r students as
individuals.

5.88

5.21 /

1.39

0.67

6.11

4 .9 4 /

1.57

1.17

0.27

27. The campus sta ff are caring and helpful.

5.88

5 .2 4 /

1.21

0.64

5.96

5 .1 9 /

1.36

0.77

0.05

28. It is an enjoyable experience to be a student on

5.74

5.41 /

0.99

0.33

6.01

5 .3 0 /

1.45

0.71

0.11

6.03

5.56 /

0.96

0.47

6.09

5 .3 5 /

1.40

0.74

0.21

5.53

5 .1 6 /

1.19

0.37

5.89

5 .0 2 /

1.49

0.87

0.14

1. M ost students feel a sense o f belonging here.

this campus.
36. Students are made to feel welcom e on this

campus.
57. Adm inistrators arc approachable to students.

•

National Oroup Means are based on 30492 student records.
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I
So far, how has your college experience met your expectations?

National Group
Community, Junior * Technical Colleges

Croup Mean 1SD

Group Mean 1 SD

Mean Difference
Our Institution - National Group

4.88

/

1.17

4.64

/

1.26

0.24

5.68

/

0.91

5.36

/

1.34

0.32

5.94

/

1.32

5.59

/

1.59

0.35

1-M u c h worse than expected, 7 -M u c h better than expected

Rate yo u r overall satisfaction w ith y o u r experience here thus far.
1- N o t satisfied at all, 7 -V e ry satisfied

A ll in all, i f you had to do it over, w o u ld you e n ro ll here again?
1-D e fin ite ly not, 7 -D e fin ite ly yes

I he Ntllontl Group averages ire biMd on 10492 student records.
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The RMS Examiner’s Instructions
For Group Administration of the College Student Inventory
By Michael L. Stratil, PhJX
Hie College Student Inventory (CSI) is basically self-administering in
that all of the required instructions are contained within the test booklet.
But several considerations suggest that you wQl need to take special
measures when administering the CSI to groups. Hist, a concerted effort
at establishing rapport is very helpful when any questionnaire is
administered under group conditions. You will be asking students to
reveal important information, and they need to feel they can trust you.
Second, the joldng and chatting that often accompany group situations
require that you establish a serious tone at the outset of the session.
Third, since some students do not heed written instructions very well,
you win need to reinforce them with oral comments.
For these reason, foe following set of specific procedures is strongly
recommended.
1. Select a room where all of foe students will be able to sit comfortably
while writing. Tire surface of foe desks should be hard and smooth,
so that students can write on them without creating indentations in
the answer sheet Avoid rooms where hallway noise will be
distracting, or where all students wQl not be able so see and hear you
clearly.
2. With groups larger than SO, arrange to have at least one assistant to
help you distribute materials and answer questions.
3. Find your group number, which is printed on the cover letter that
came with your shipment of materials. Using either a chalkboard or
a large sheet of poster paper, write the following in large letters:
“OUR GROUP NUMBER IS_____ ” with your number inserted in
foe blank.
4. After the students are seated and ready to begin, deliver a short
speech that (a) introduces yourself, (b) explains your role in
administering the CSI. and (c) briefly explains the reasons why your
institution is administering the CSI.
Without repeating the content of the overview (page two of the test
booklet), try to make your speech blend well with the theme in that
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passage. Express your sincere desire that they fulfill their college
goals, your confidence that of diem can do so, and your desire to
help them in every way you can. Refer to the CSI as aquesnonnairc,
nuherthan as a psychological or personality test Briefly describe
how it will enable your institution to give them the best possible
instruction and support. Emphasize that all follow-up activities will
be entirely voluntary. Reassure them of the confidentiality of their
responses, but do not dwefl on this mattersince excessive
reassurance may be counterproductive. It is very important to
encourage them to be open and honest During follow-up interviews
some students have explicitly indicated that this oral instruction is
very helpful.
Indicate that the CSI has been carefully designed so that all
categories of entering students can benefit from it But explain that it
is impossible to write questions that St everyone exactly. Mention
that students who have been out of school for a long time may
encounter a few questions that will not correspond very well with
their situations. Emptmi*^ the need for flexibility, they should try to
understand the intent of such questions, and then answer in whatever
way they think best describes their circumstances. Tell them that
you will be happy to help them if they get stuck.
At the end of your talk, you should state dearly that any student who
objects to completing the CSI should see you. Reassure them that
deciding not to take the questionnaire is perfectly acceptable. But
also re-emphasize the value of the questionnaire and state that they
should not avoid it just to save time. If any student then comes
forward, he or she should be allowed to leave as unobtrusively as
possible to minimize any sotial contagion effect The purpose of
this approach is to strike a balance between two equally important
goals. On the one hand, sound professional practice requires that
students not be pressured into completing a motivational
questionnaire. But practical experience with students also suggests
that some will take advantage of any excuse to avoid and effortful
activity— even one designed to help them. So the above approach
tries to encourage, without coercion, as many students as possible to
complete the CSI.
5. After asking them to wait for further instructions, distribute the
answer sheets, test booklets and pre-sharpened number two pencils.
6. Explain that a satisfactory marie is a relatively heavy one that fills all
or virtually an of the chosen circle, (the scanner manufacturer
recommends that a circle be marked over until the number or letter
inside is no longer visible.) A satisfactory mark does not extend
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beyond the boundaries of the circle.
7. Inform the students that (he computer will automatically inserts
standard response if they leave a question blank or make an
unreadable mark. Jokingly point out that it is better for them to give
their own answer than to have the computer answer for them.
8. Alter drawing attention to your group member, ask the students to
read the Overview, to complete Part A of the instructions, and then
to stop. Instruct them to raise their hands if they have any questions;
answer such questions by going to the student’s desk and
communicating personally.
9. After all students have finished Pait A, ask them to look over their
answer sheets to verify that their marks satisfy the criteria you
discussed earlier. Then re-emphasize the importance of their
completing every question.
10. When you judge that all students understand the above, instruct them
to proceed on their own with Parts B through D.
11. If the Coordinator at your school has decided that a modification is
needed to Question 194, wait until the point where some of the
students have almost finished. Then interrupt the group, ask them to
nun to the last page, and explain how you want them to interpret this
question. Although it might have been easier to place Question 194
at the beginning of the test booklet, it was placed at the end so that
students would have an informed basis on which to answer it.
12. Examine the completed answer sheets as they’re submitted. If you
identify any containing omissions or unsatisfactory marks, ask its
owner to make whatever corrections are needed. Be especially alert
for large blocks of omissions, particularly on the last page of the test
booklet.
Please note:
Reports cannot be processed for students who leave ten or more answers
blank. Please ensure that the answer sheets are completed through #194.
© 1988 by Michael L. Stratil. All rights reserved.
Noel*Levitz Centers
Iowa City, Iowa 52245-9581
(Version 1 2 . 1989)
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Comnrunication for CSI
Memorandum to MCC Instructors

MEMORANDUM

Date:

August 30, 1995

To:

Pam Brown, Dale DeVries, Phil Anderson, Harold
Gelderloos, Jesse Sprayberry, Cheryl Dault

Prom:

Jan Fields - x389

Re:

Survey

I am in the process of initiating a study here at MCC in partial
fulfillment of the requirements for obtaining an EdD at Western
Michigan University.
The study consists of selecting several
classes in vocational programs at MCC and assessing the differences
between students who successfully complete all courses in a
particular semester and students who do not successfully complete
all courses.
As the result of a probability sampling technique
known as cluster sampling, I have selected your class to be a part
of this study.
What this entails is having the students complete two surveys
during the course of Fall Semester 1995.
One survey would be
administered near the beginning of the semester while the other
would be administered near the end of the semester. I would not be
using class time to have students fill out these survey
instruments.
I simply need enough time to explain the study and
then to work through you to assure that a sufficient number of your
students complete the surveys.
Please let me know if you would be willing and able to help me
complete this study. I will be contacting you in the near future
to determine how and when the survey process will occur. Thanks in
advance for your cooperation in this matter!
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Communication for CSX
Follow-up Latter to Non-Respondents
(Official Letterhead)

October 17, 1995

Dear student:
This is a follow-up reminder regarding the College Student
Inventory which you were asked to complete in RT Physics (Dale
DeVries, instructor).
Because of the impact that college
attrition has upon both students and this institution, it is
important that you take time to complete this survey and send it
in. Also, remember that you will receive a student profile which
will help you determine what steps you might need to take to insure
success in your college endeavors.
If you have misplaced the survey, we will be glad to send you
another one. If you are having difficulties with some aspects of
the survey, please call Jan Fields at (616) 777-0389.
When you
have completed the survey, you may simply give it Dale DeVries, who
will in turn make sure that it gets turned in. Thanks again for
all your help!
Sincerely,

Jan K. Fields MM RRT
Clinical Coordinator
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CO&LMBX STOVMUT ZXVMtfTUMr™

►- Specie! student
F d H K ^ g e 39, ZD* 417908983
Muskegon Community College
November 16, 1995

Advisor/Counselor Report.

'r‘>is is e report of Regina's results. Please give her a thorough explanation of her stuit copy. If you agree with the recomnandationa, gently encourage her to follow them,
men possible, try to make the arrangements yourself as a way of reducing motivational
barriers. But avoid attempting any psychological counseling if not professionally train
ed for such work. Above all, be sure to protect the confidentiality of the present report.
Please see the RMS Advisor's Guide™ for more details.
......... SUMMARY OP ACADBBC MOTIVATION .........
Summary scores are expressed on a stanine scale:
9 is very high, 5 is average, and 1 is very low.
• Dropout Proaeness____________________ 8
• Predicted Aeadsadc Diffieulty_
_____ 5
• Iducatlonal Stress_________ ~
* Receptivity to Institutional Relp______7
For greater detail, see Motivational Assessment
SPECIFIC RRC0IHMDATI0W8 FOR RROXMA
The strength of each recommendation is indicated by its
priority score in parentheses (0 « low, 10 . high) :
a. Get help in selecting an academic program (9.3)
b. Discuss adv/disadvantages of occupations (8.9)
c. Discuss job market for college graduates (8.9)
d. Get help with basic math skills (8.7)
e. Get help with exam skills (8.7)
f. Discuss roommate problems with counselor (8.7)
g. Discuss emotional tensions with counselor (8.6)
Percentile
■TVATIOHAL ASSESSMENT

Very
Very
&gw_
J&afe
VL L A H VH

Academic Motivation
Study Habits
47
Intellectual Interests
Si
Academic Confidence
14
X
Desire to Finish College
10
X
Attitude Toward Educators
54
Social Motivation
Self-Reliance
18
X
Sociability
3
X
Leadership
JL.
General Coping
Base of Transition
7
X
Family Emotional Support
10
X
Openness
7
X
Career Planning
34
Sense of Financial Security 58
Receptivity to Support Services
Academic Assistance
69
Personal Counseling
88
Social Enrichment
29
Carter cwmvUsh_________§Ll_
Initial Impression1
Internal Validity
Satisfactory

♦--------- Notice--------- ♦
| To protect the student's
|
j privacy, she should be al- |
j lowed to recover and remove j
j this report at any time.
j
S1PUUTI EACECRQgNP INFORMATION
Sr. Yr. GPA:
Class size:
Program:
Perceived Stds:

C+ Average
100-149
college prep
average

Moncradlt Activities
Athletics
Fine Arts
Leadership
Misc. groups yes
Oral expr.
Science
Written expr.

rialiy usteESMstf

Native laag.: English
Racial Origin: Black
Mother's edue.: soma 8.S.
Father's edue.: elementary
Status: single, with plans
Miles from family: 0-9

Amissions Test Scores
ACT Composite: n/a
SAT (V+M):
n/a

S v lltflt .Kgprt«nsi!

Housing: relatives' heme
Degree sought:
1-year cert.
Plans to study: 6 hra/week

Other Indications1
Unfamiliar with the school
Desires to transfer
Dissatisfied w/financial aid*
Dissatisfied with residence*
Dissatisfied w/entertainment*

lThis information is not shown on the student's copy

NOel/Levits Centers, Iowa City, Iowa
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- Special Student
Female, Age 39, ZD* 417908983
Muskegon Community College
November 16, 1995

Special student
Student Report

UTSTRPCTIOHS

ina, this is an interpretive report of your responses to the College Student Invenu..y. Its purpose is to help you identify your special interests and neeids. The percen
tile ranks show bow you compare to a larger sample of college special student from across the
country. Specifically, they indicate the percentage of students whose scores are equal
to or less than yours. Since they are based on questionnaire information alone, they may
give only a rough indication of your true attitudes. Your advisor or counselor will help
you understand your scores and find the services you desire.
8P1CXFXC Rirm « t T ,r>M,TQMa

8TDP1WT BACKGROOMP INFORMATION

■

The following liat of recoonanded actions is based on
an analysis of all your responses. Give serious thought
to taking these actions, as they trill help you succeed
in college. The strength of each recommendation is
indicated by its priority score in parentheses. The
highest possible priority is 10, and the lowest is 0.
Priorities greater than 8.0 indicate very urgent needs.
a. Get help in selecting an academic program (9.3)
b. Discuss adv/disadvantages of occupations (8.9)
c. Discuss job market for college graduates (8.9)
d. Get help with basic math skills (8.7)
e. Get help with exam skills (8.7)
f. Discuss roommate problems with counselor (8.7)
g. Discuss emotional tensions with counselor (8.6)
h. Get help with study habits (8.6)
i. Discuss the qualifications for occupations (8.5)
j. Discuss an unwanted habit with counselor (8.4)
Percentile
Academic Motivation
Study Habits
■>
Intellectual Interests
Academic Confidence
Desire to Finish College
Attitude Toward Educators
Social Motivation
Self-Reliance
Sociability

-tvAdwrahiE

47
51
14
10
54

Very
Very
few_ Jan. -Slab
VL I. A K VH

X
X

Sr. Yr. GPA:
Class size:
Program:
Perceived Stds:

C* Average
100-149
collage prep
average

Moncredit Actlvitioa
Athletics
Fine Arts
Leadership
Misc. groups
yes
Oral expr.
Science
Written expr.

rwilY >iekgv<?Ms4

Native lang.:
Racial Origin:
Mother's edue.:
Father's edue.:
Status: single. with plana
Miles from family:

Amissions Test Scores
ACT Composite: n/a
SAT (V+M):
n/a

cgllw JarertKK*

18
3

Housing: relatives'
Degree sought:
1-year cert.
Plans to study: 6 hrs/week

_s_

General Coping
Base of Transition:
7
Family Emotional Support
10
Openness
7
Career Planning
34
s«ne«r Of financial Security 58
Receptivity to Support Services
Academic Assistance
69
Personal Counseling
88
Social Enrichment
29

Blah fffflwal

x
x

X

.Caresr gowsclina_________ ai_

Internal Validity

Satisfactory

Noel/Levitz Center*, Iowa City. Iowa
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8 M IB BffnffUKMIgW
In the present section, you will receive a more detailed explanation of your
results. The purpose of this information is to help you grow and get the most out
your college experience. In thinking about it, try to take a balanced
..proach. On the one hand, do not assume that each statement is perfectly
accurate just because it is printed in a formal manner; some statements may not
fit you very well. But on the other band, do not dismiss a statement merely
because it points to a problem.
You should thus keep an open mind. Examine each statement in light of the
full range of knowledge that you have about yourself. When it seems accurate,
give serious consideration to any suggestions that accompany it. Zf it is
puzzling, you may want to discuss it with someone who can help you interpret it.
When approached in this way, the information will be very helpful to you.
ACADEMIC MOTIVATION
1. Study Habits measures the amount of time and effort that you put into your
studies. Your score placed you in the 47th percentile. If you find yourself
getting behind, try developing a clear daily routine in which you set aside
certain periods of time to study. Learn to focus your attention and to pace
yourself effectively. Other useful techniques include thoughtful previewing,
underlining, note-taking, and reviewing. Academic counselors can help you
develop your study habits.
2. Intellectual Interests measures the degree to which you enjoy reading and
discussing serious ideas. Your score placed you in the 51st percentile, which is
similar to that of the average starting college student. Like so many students,
you may need to broaden your intellectual horizons so you can take full advantage
of the learning opportunities available at college.
3. Academic Confidence measures the degree to which you feel capable of doing well
— college. Your score placed you in the 14th percentile. This suggests that
you have some very strong self-doubts. These may not be based on your actual
potential, but rather on some bad experiences in school. Since greater
confidence often leads to greater success, you would probably benefit from
talking with someone who can help you put your earlier learning experiences into
perspective.
4. Desire to Finish College measures the strength of your commitment to completing
a degree. Your score placed you in the 10th percentile. This suggests that you
have some rather strong doubts about the value of a college education. It is
extremely important that you try to clarify your objectives as soon as possible.
Often a clear decision about one's career goals strengthens one's commitment to
college. A counselor can be very helpful in guiding you through this process.
5. Attitude toward Educators measures the degree to which you see teachers and
administrators as competent, reasonable, and caring. Your score placed you n
the 54th percentile. You appear to have some positive perceptions of teachers,
but you have a few negative perceptions as well. Try getting to know several of
your teachers. While some may be cool, most will be warm and helpful.
SOCIAL MOTIVATION
l.
Self-Reliance measures the degree that you trust your own judgment and
make your own decisions. Your score placed you in the 18th percentile. Low
s*lf-reliance can express itself in various ways: spending too much time seeking
companionship; going along with social activities that violate your values;

Hoel/Levitz Centers, Iowa City, Iowa
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Collage Student Inventory**
feeling uncomfortable with the solitude of studying. A counselor can help you
learn to resist outside pressures and to rely more heavily on your inner
resources.
2. Sociability measures your desire for companionship and social entertainment.
Your score placed you in the 3rd percentile. Low sociability has the advantage
of leaving a lot of time for studying. But it may lead to loneliness and.
dissatifaction with college life, which could hurt your grades. Try to establish
some friendships at college, and spend time with your friends each day.
3. Leadership measures the degree to which you feel accepted as a leader. Your
score placed you in the 8th .percentile. To develop greater confidence in your
leadership skills, you may want to join a campus organization and gradually
assume some responsibilities. College allows people to get a fresh start in
their social life, and they often discover greater acceptance than they
experienced in the narrower world of high school. In developing your leadership
skills, try to (a) look at situations from the perspective of the other people
involved, (b) be patient with delays and obstacles, and (c) assert yourself in a
balanced manner when the situation calls for it.
SBMRRAL COPXHQ
1- Base of Transition measures the degree to which you feel comfortable with the
various changes brought on by college life. Your score placed you in the 7th
percentile. This suggests that you are experiencing a very high level of stress
at the present time. A personal counselor will be able to offer you a lot of help
with your situation, and you are warmly encouraged to see this person.
2. Family emotional Support measures the satisfaction you feel with the
communication that occurs in your family. Your score placed you in the 10th
percentile. The high level of stress indicated by this score may be producing
r
e negative effects on other areas of your life. It is hard to concentrate on
- .ool, for example, if one is preoccupied with family problems. A personal
counselor can help you understand your family situation and discover some
solutions.
3. Openness measures your receptivity to new ideas and to the sensitive, sometimes
threatening, aspects of our complex world. Your score placed you in the 7th
percentile. This suggests that you have a strong tendency to reject unpleasant
information without giving it full consideration. You may also go to excessive
lengths to avoid interpersonal stress. In considering these tendencies, remember
that we grow by sifting through a variety of perspectives on life. Upsetting
ideas sometimes contain inportant truths, and facing conflicts is the first step
in resolving them. A counselor can help you learn effective ways of dealing with
these aspects of college life.
4. Career Planning measures the amount of serious thought you have given to your
career choice. Your score placed you in the 34th percentile. This suggests that
you need to give more careful thought to the type of work you value and enjoy, to
the current availability of jobs for college graduates, and to the specific
training you will need to find a satisfying job. The career planning office on
your campus can be very helpful with these tasks.
5. Sense of Financial Security measures your satisfaction with the amount of money
available to you while attending college. Your score placed you in the 58th
percentile. If you have not already done so, you may wish to discuss your
financial situation with someone in the financial aid office.
MECKFTIVXTY TO SUPPORT SKRVXCKS
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College student Inventory1*

1. Receptivity to Acadesd-c Assistance measures your
with your academic skills. Your score placed you in the
the overall pattern of your needs, you are encouraged to
ire to get help in this area. These services trill be

interest in receiving help
69th percentile. Given
follow through on your
very useful to you.

2. Receptivity to Personal Counseling measures your interest in receiving counseling
for personal matters. Your score placed you in the 88th percentile. Since you
have indicated that some areas of stress exist in your life, you are encouraged
to follow up on your interest in personal counseling.
3. Receptivity to Social Enhancement measures the degree to which you would like
some help getting involved in social activities on campus. Your score placed you
in the 29th percentile. You do not appear to desire much help in this area.
4. Receptivity to Career Counseling measures your interest in receiving counseling
for vocational matters. Your score placed you in the 83rd percentile. Your
strong interest in learning more about career opportunities is very healthy.
Visit the career planning office soon; it can provide a number of useful
services.
MZSCRLUmOOS
Internal Validity measures your carefulness in responding to this inventory, as
indicated by the special items that asked you to enter a predetermined response.
Your score was satisfactory. This suggests that your attention, while usually
focused on the inventory, wandered at least once.
Hote: If at any time you prefer greater privacy regarding your CSI reports, you may ask
your advisor to either (a) return his or her copy to your counseling center or (b) give
j*- to you.
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Coannunication for SSI
Cover Letter for Initial Mailing
To Respondents of the CSX
(Official Letterhead)
November 18, 1995

Dear Student:
In case you may have forgotten the study about student success and
the effects of various retention factors, this serves as a reminder
that the study is still alive and well!
This study includes all
students enrolled in RT Physics (Dale DeVries, instructor), as well
as other vocational courses at MCC.
The study consists primarily
of administering two surveys to the students in a randomly selected
study group.
Based upon these surveys, we hope to determine what
factors positively influence student success at our institution.
Because you have already completed the first survey instrument, we
are well on our way to completing some of the objectives of this
study.
However, it is essential that the second survey be
completed as well.
It provides us with information on what the
institution is doing to encourage student success and what it needs
to do to improve student services.
Enclosed is the second survey instrument.
Please read the
instructions carefully and then take 20 minutes or so to complete
it.
Use the self-addressed stamped envelope (which is also
enclosed) to send the survey to MCC, or simply bring the survey to
Dale DeVries and he will make sure it is accounted for.
Also enclosed is a copy of your student profile which was created
from the reponses you gave when completing the first survey (the
College Student Inventory). Please use this information to help
improve your effectiveness as a college student. You may bring it
to a counselor at MCC and he/she will help you access available
student services to enhance your chances for college success.
Thanks again for your help in conducting this important study!
Sincerely,

Jan K. Fields
Clinical Coordinator
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Communication for SSI
Cover Letter for Initial Hailing
To Non-respondents of the CSI
(Official Letterhead)
November 18, 1995

Dear Student:
In case you may have forgotten the study about student success and
the effects of various retention factors, this serves as a reminder
that the study is still alive and well!
This study includes all
students enrolled in RT Physics (Dale DeVries, instructor), as well
as other vocational courses at MCC.
The study consists primarily
of administering two surveys to the students in a randomly selected
study group.
Based upon these surveys, we hope to determine what
factors positively influence student success at our institution.
Even though you did not complete the first survey instrument, it is
essential that the second survey be completed anyway.
It will
provide us with information on what the institution is doing to
encourage student success and what it needs to do to improve
student services.
The information that you can provide will go a
long way towards improving the quality of education offered at this
school.
Enclosed is the second survey instrument.
Please read the
instructions carefully and then take 20 minutes or so to complete
it.
Use the self-addressed stamped envelope (which is also
enclosed) to send the survey to MCC, or simply bring the survey to
Dale DeVries and he will make sure it is accounted for.
Thanks in advance for your help in conducting this important study!
Please consider how important the results of this study can be for
all students who take vocational courses at MCC.

Sincerely,

Jan K. Fields
Clinical Coordinator
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Communication for SSI
Follow-up Letter to
Non-Respondents of the SSI
(Official Letterhead)

December 13, 1995

Dear Student:
This is the last of my written pleas to you regarding surveys - honest! Unless I have
already received the second survey from you (perhaps it is in the mail, or perhaps you
didn’t put your social security number on it), you probably have that packet sitting around
somewhere in your home.
If you could take a small break from your busy daily routine to complete the survey and
send it in, the folks who work in Student Services at MCC and I would greatly appreciate
it. Besides the fact that these surveys are a bit costly, we at MCC genuinely wish to prove
the best possible service for MCC students. Please help us out by grabbing a pencil and
taking 20 minutes to complete the survey. Thanks again for all your help!
Sincerely,

Jan K. Fields, MM RRT
Clinical Coordinator

P. S. Normally, the final step in collecting surveys is calling non-respondents on the
telephone. You can avoid such a call by sending the survey now. If not, you’ll be hearing
my lovely voice sometime next week!

JF*6:srvy'rmd.doc
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STUDY RESULTS
STUDY GROUPS
1.
2.
3.
4.

H ig h s u c c e s s p r o g r a m :
Low s u c c e s s p r o g r a m :
S p e c ia l p o p u la tio n :
N o n - s p e c ia l p o p u la tio n :

(** D o u b le a s t e r i s k
s t a t i s t i c w as s m a ll,

S u c c e ssfu l
S u c c e ssfu l
S u c c e ssfu l
S u c c e ssfu l

v s . U n s u c c e s s fu l"
v s . U n su c c e ssfu l
v s . U n su c c e ssfu l
v s . U n su c c e ssfu l

in d ic a te s th a t th e s ig n if ic a n c e le v e l fo r
s o th e s e p a r a t e - v a r ia n c e t - t e s t w as u s e d .)

th e

PRE-COLLEGE ACADEMIC ACHIEVEMENT
MCC: W r i t i n g s c o r e

(L etter grad e sc o r e ;

M ax: 4 . 0 )

S u c c e ssfu l
U n su c c e ssfu l
2.92
H ig h
2.14
Low
3 .73
2.00
3 .47
S p e c ia l
2.33
3.25
1.75
N o n -S p
*
6 0 r e s p o n d e n t s (2 3 m i s s i n g c a s e s )
MCC: R e a d in g c o m p r e h e n s io n s c o r e

MCC: R e a d in g v o c a b u l a r y s c o r e

20/12
2 1 /1 3
17/9

20/12
2 1 /1 3
17/9

sco re;

M ax:

S a m p le s i z e *
1 7 /1 1

20/12
2 1 /1 3
17/9

C S I : H ig h s c h o o l GPA ( L e t t e r g r a d e s c o r e ;
U n su c c e ssfu l
2.45
2.80
2.39
2.79
is s in g c a s e s )

M ax:

S a m p le s i z e *
1 7 /1 1

(G ra d e l e v e l

S u c c e ssfu l
U n su c c e ssfu l
H ig h
12.2
13 .0
Low
14.9
12.7
S p e c ia l
13.9
13 . 4
N o n -S p
13 . 0
11.7
60 r e s p o n d e n t s (23 m i s s i n g c a s e s )

S u c c e ssfu l
H ig h
2.80
Low
2.98
2.83
S p e c ia l
N o n -S p
2.91
61 r e s p o n d e n t s (0 m

.121

(G ra d e l e v e l s c o r e ;

S u c c e ssfu l
U n su c c e ssfu l
12.7
H ig h
12.1
Low
12.8
13 .0
12.6
S p e c ia l
12.3
12.7
N o n -S p
12.9
60 r e s p o n d e n t s (2 3 m i s s i n g c a s e s )

P r o b a b ility
.157
.135
.078

S a m p le s i z e *
1 7 /1 1

16)

P r o b a b ility
.324
.415
.367
.448
16)
P r o b a b ility
.246
. 0 0 7 **
.304
.233

M ax: 4 . 0 )

S a m p le s i z e 1

20/11
20/10
23/14
17/7

P r o b a b ility

.110
.190
.028
.333
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EXTERNAL ENVIRONMENT

SSI: Hours/week employed

1.
2.
3.

0 hours
I-10 hours
II-20 hours

4.
5.
6.

21-30 hours
31-40 hours
Greater than 40 hours

Successful
Unsuccessful
2.80
3.40
High
3 .46
Low
4.85
2.93
Special
4.30
3.62
Non-Sp
3.80
48 respondents (16 missing cases)

Sample size*
13/7
16/12
18/12
11/7

Probability
.263
.027
.014
.445

MCC: Day/Evening student status (% evening only status)
Successful
Unsuccessful
0%
0%
High
Low
14%
47%
12%
10%
Special
15%
18%
Non-Sp
83 respondents (0 missing cases)

Sample size*
23/16
29/15
26/20
26/11

Probability
.999
.061
.718
.835

Sample size*

Probability
.391
.056
.026
.204

CSI: Marital status (% single status)
Successful
Unsuccessful
73%
High
80%
Low
60%
45%
Special
64%
39%
71%
Non-Sp
59%
61 respondents (0 missing cases)

2 0 /1 1
2 0 /1 0

23/14
17/7

SSI: Housing (% own home)
Successful
Unsuccessful
High
35%
60%
Low
87%
60%
Special
81%
53%
47%
Non-Sp
71%
62 respondents (2 missing cases)

Sample size*
20/10
22/10

21/15
19/7

Probability
.517
.228
.015
.168

CSI: Sense of financial security (Scale: 1-7)
Successful
Unsuccessful
High
3 .80
3 .75
Low
3 .75
3 .78
Special
3 .63
3 .75
Non-Sp
3.97
3 .79
61 respondents (0 missing cases)

Sample size*
20/11
20/10

23/14
17/7

Probability
.425
.461
.294
.298
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CSI: Family emotional support (Scale: 1-7)

Successful
Unsuccessful
3.76
3.87
High
3.83
3 .65
Low
3.71
3 .65
Special
3.96
3 .91
Non-Sp
*
61 respondents (0 missing cases)

Sample size*
20/11
20/10

23/14
17/7

Probability
.304 **
.190
.370
.425

SSI: Financial aid (Scale: 1-7)
Successful
Unsuccessful
4.62
5.09
High
4.60
5.00
Low
4.86
5.24
Special
4.10
4.92
Non-Sp
*
64 respondents (0 missing cases)

Sample size*
20/11
22/11

23/15
19/7

Probability
.105 **
.100

.150 **
.125 **

GOAL COMMITMENT
CSI: Study habits

(Scale: 1-7)

Successful
Unsuccessful
3.90
3.82
High
Low
3.71
3 .73
3 .79
3 .75
Special
3.90
3.73
Non-Sp
61 respondents (0 missing cases)

Sample size*
20/11
20/10

23/14
17/7

Probability
.297
.422
.398
.139

CSI: Desire to finish college (Scale: 1-7)
Successful
Unsuccessful
4.51
High
4.21
Low
4.06
4.32
4.10
4.38
Special
4.50
Non-Sp
4.18
61 respondents (0 missing cases)

Sample size*
20/11
20/10

23/14
17/7

Probability
.043
.177
.061 **
.139

SSI: Full-time/part-time status (% full-time)
Successful
Unsuccessful
100 %
High
57%
Low
4 5%
40%
Special
35%
80%
Non-Sp
62%
55%
*
83 respondents (0 missing cases)

Sample size*
23/16
29/15
26/20
26/11

Probability
.059
.802
.184
.950
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STUDENT- COLLEGE FIT
CSI: Initial impression (Scale: 1-7)

Successful
Unsuccessful
4.45
4.73
High
4.71
4.74
Low
4.78
4.79
Special
4.64
4.21
Non-Sp
61 respondents (0 missing cases)
CSI: Ease of transition

20/11
20/10

23/14
17/7

Probability
.243
.451
.4-89
.153

(Scale: 1-7)

Successful
Unsuccessful
3 .57
3 .74
High
3.67
3.55
Low
3 .56
3.76
Special
3 .55
3.59
Non-Sp
61 respondents (0 missing cases)
CSI: Openness

Sample size*

Sample size*
20/11
20/10

23/14
17/7

Probability
.194 **
.196
.127
.436

(Scale: 1-7)

Successful
Unsuccessful
3.99
4.23
High
3.97
3 .79
Low
3.90
4.15
Special
3.87
4.02
Non-Sp
*
61 respondents (0 missing cases)

Sample size
20/11
20/10

23/14
17/7

Probability
.113
.084
.075
.162

SSI: College choice rank

1.
2.

3.

1st choice
2nd choice
3rd choice or lower

Successful
Unsuccessful
High
1.50
1.40
Low
1.08
1.40
Special
1.20
1.40
Non-Sp
1.38
1.40
55 respondents (9 missing cases]
SSI

Sample size*
18/9
20/8

21/13
15/6

Probability
.148
.042 **
.242
.467

Campus climate (Scale: 1-7)

Successful
Unsuccessful
High
5.24
4.86
Low
5.25
4.72
5.34
Special
4.82
5.09
Non-Sp
4.76
64 respondents (0 missing cases)

Sample size*
20/11
22/11

23/15
19/7

Probability
.253 **
.084
.082 **
.331
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SSI: Student centeredness

(Scale: 1-7)

Successful
Unsuccessful
4.91
High
5.41
Low
4.67
5.31
5.45
4.96
Special
5.39
Non-Sp
4.62
64 respondents (0 missing cases)

Sample size*
20/11
22/11
23/15
19/7

SSI: Responsiveness to diverse populations
Successful
Unsuccessful
5.00
4.23
High
Low
4.75
3.83
4.84
4.02
Special
5 .17
4.84
Non-Sp
64 respondents (0 missing cases)

Probability
.209 **
.001

**

.070 **
.089 **

(Scale: 1-7)

Sample size*
20/11
22/11

23/15
19/7

Probability
.0 1 0

**

.035
.030 **
.243 **

ACADEMIC INTENT
CSI: Degree sought

(% associate degree only)

Successful
Unsuccessful
High
44%
50%
Low
43%
45%
80%
Special
55%
Non-Sp
40%
29%
52 respondents (9 missing cases)

Sample size*
18/9
18/7

Probability
.586
.827

20/10

.012

15/7

.115

CSI: Plans to study (Hours/week; Max: 21 or more hours)
Successful
Unsuccessful
High
9.75
9.00
Low
12.00
10.20
11.74
Special
11.00
Non-Sp
9.71
7.29
61 respondents (0 missing cases)
CSI: Career planning

Sample size*
20/11
20/10

23/14
17/7

Probability
.351
.185
.341
.107

(Scale: 1-7)

Successful
Unsuccessful
High
3 .72
3.83
Low
3 .30
3 .44
Special
3 .29
3.42
Non-Sp
3 .80
4.09
61 respondents (0 missing cases)

Sample size*
20/11
20/10

23/14
17/7

Probability
.352
.140
.113
.235
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ACADEMIC INTEGRATION
CSI: Intellectual interests

(Scale: 1-7)

Successful
Unsuccessful
3.93
4.08
High
4.04
3.78
Low
3.96
3.85
Special
4.18
3.88
Non-Sp
61 respondents (0 missing cases)
CSI: Attitude toward educators

Sample size*
20/11
20/10

23/14
17/7

.110

(Scale: 1-7)

Successful
Unsuccessful
3.76
High
3.85
3.75
Low
3.81
3.73
3.87
Special
3.78
Non-Sp
3 .76
61 respondents (0 missing cases)

Sample size*
2 0 /1 1
2 0 /1 0

Successful
Unsuccessful
2.98
High
3 .83
Low
2.52
3 .55
2.89
Special
3 .63
2.56
Non-Sp
3 .83
61 respondents (0 missing cases)

Successful
Unsuccessful
High
3.86
4 .71
Low
3 .33
4 .28
3 .67
Special
4 .14
Non-Sp
3 .49
5.23
61 respondents (0 missing cases)

.110

(Scale: 1-7)

Sample size*
2 0 /1 1
2 0 /1 0

Probability
.050
.222

.207
.035

23/14
17/7

CSI: Responsiveness to career counseling

Probability
.105
.095
.138

23/14
17/7

CSI: Responsiveness to academic assistance

SSI: Academic advising (Scale

Probability
.109
.1-38
.209

(Scale: 1-7)
Sample size*
2 0 /1 1

20/10

23/14
17/7

Probability
.315
.280
.185
.012

1-7)

Successful
Unsuccessful
High
5 .24
4.07
Low
4.32
4.61
Special
4.07
4.79
Non-Sp
5.15
3 .89
64 respondents (0 missing cases)

Sample size*
20/11
22/11

23/15
19/7

Probability
.164
.183
.040
.081
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SSI: Academic services

(Scale: 1-7)

Successful
Unsuccessful
5.07
5 .48
High
4.78
4.94
Low
5.01
5.29
Special
4.80
5.35
Non-Sp
64 respondents (0 missing cases)
SSI: Instructional effectiveness

Registration effectiveness

23/15
19/7

Probability
.076 **
.330 **
.163
.183 **

20/11

Probability
.057 **

2 2 /1 1

.002

23/15
19/7

.047 **
.040 **

Sample size*

**

(Scale: 1-7)

Successful
Unsuccessful
4.80
5.73
High
4 .94
5.45
Low
5.54
4.89
Special
5.87
4 .84
Non-Sp
64 respondents (0 missing cases)
MCC: Current GPA

2 0 /1 1
2 2 /1 1

(Scale: 1-7)

Successful
Unsuccessful
5.23
5.85
High
4.68
5.59
Low
5.71
5.09
Special
4.82
5.82
Non-Sp
*
64 respondents (0 missing cases)
SSI

Sample size*

Sample size*
20/11
2 2 /1 1

23/15
19/7

Probability
.003
.138
.042 **
.016 **

(Letter grade scale; Max: 4.0)

Successful
Unsuccessful
2.31
2.61
High
2.30
Low
3 .20
3 .01
2.41
Special
2.76
2.08
Non-Sp
83 respondents (0 missing cases)

Sample size*
23/16
29/15
26/20
26/11

Probability
.169
.001

**

.005
.108

SOCIAL INTEGRATION
CSI: Receptiveness to personal counseling
Successful
Unsuccessful
1.68
High
2.53
Low
1.48
2.08
1.57
Special
2 .42
1.59
Non-Sp
2.12
61 respondents (0 missing cases)

(Scale;

Sample size*
20/11
20/10

23/14
17/7

-7)
Probability
.028
.026
.007
.147
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CSI: Receptiveness to social enrichment (Scale: 1-7)

Successful
Unsuccessful
2.61
2.86
High
Low
2.65
2.11
2.37
2.89
Special
2.50
2.35
Non-Sp
61 respondents (0 missing cases)
CSI: Sociability

Probability

2 0 /1 1

.102

20/10

.471
.305

23/14
17/7

.212

(Scale: 1-7)

Successful
Unsuccessful
High
4.15
4.19
Low
3 .98
4.06
Special
4.14
4.06
4.17
4.00
Non-Sp
61 respondents (0 missing cases)
CSI: Leadership

Sample size*

20/11
20/10

(Scale.- 1-7)

Successful
Unsuccessful
3.85
3 .65
High
3.58
Low
3 .56
3.67
3.57
Special
3 .65
3.82
Non-Sp
61 respondents (0 missing cases)
CSI: Self-reliance

23/14
17/7

Probability
.324
.158
.151
.393

Sample size*

Sample size*
20/11
20/10

23/14
17/7

Probability
.416
.385
.361
.222

(Scale: 1-7)

Successful
Unsuccessful
High
3.42
3 .53
Low
3 .45
3 .55
3.37
Special
3 .50
Non-Sp
3.65
3 .48
61 respondents (0 missing cases)
SSI: Concern for the individual

Sample size*
20/11
20/10

23/14
17/7

Probability
.229
.360
.273
.189

(Scale: 1-7)

Successful
Unsuccessful
High
5.35
4.89
Low
5.32
4.66
5.37
Special
4.63
Non-Sp
5.44
4 .42
64 respondents (0 missing cases)

Sample size*
20/11
22/11

23/15
19/7

Probability
.165 **
.045
.052 **
.069
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BACKGROUND CHARACTERISTICS

MCC: Race (% white)
Successful
Unsuccessful
100 %
75%
High
90%
Low
73%
92%
65%
Special
100%
73%
Non-Sp
*
83 respondents (0 missing cases)

Sample size*
23/16
29/15
26/20
26/11

Probability
.049

Sample size*
23/16
29/15
26/20
26/11

Probability
.611
.584
.275
.802

Sample size*
23/16
29/15

Probability
.049 **
.005
.181
.379

.112

.037
.041

MCC: Sex (% female)
Successful
Unsuccessful
75%
High
30%
40%
Low
76%
Special
77%
55%
82%
Non-Sp
27%
*
83 respondents (0 missing cases)
MCC: Age

(% > 25 years old)

Successful
Unsuccessful
High
44%
13%
47%
Low
79%
Special
50%
70%
Non-Sp
27%
38%
83 respondents (0 missing cases)

2S/20

26/11

ACADEMIC SELF-CONFIDENCE

CSI: Academic confidence (Scale: 1-7)
Successful
Unsuccessful
3.81
High
3 .63
Low
3 .71
3 .55
3 .64
Special
3 .56
Non-Sp
3 .91
3 .64
83 respondents (0 missing cases)

Sample size*
20/11
20/10

23/14
17/7

Probability
.086
.166
.307
.086
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STUDY RESULTS
COMPARISON GROUPS
1.
2.

T ype o f p rogram :
T ype o f s t u d e n t :

(* * D o u b le a s t e r i s k
s t a t i s t i c w as s m a ll,

H ig h s u c c e s s v s . Low s u c c e s s
S p e c ia l pop v s . N o n -s p e c ia l pop.
in d ic a t e s th a t th e s ig n if ic a n c e l e v e l f o r
s o th e s e p a r a t e - v a r ia n c e t - t e s t w as u s e d .)

th e

PRE-COLLEGE ACADEMIC ACHIEVEMENT
MCC: W r i t i n g s c o r e
H ig h /L o w
S p /N o n -S p

(L e tte r grade sc o r e ;

2.63
3.14

P r o b a b ility
.044
.521

3.44
2.88

MCC: R e a d in g c o m p r e h e n s io n s c o r e
H ig h /L o w
S p /N o n -S p

M ax: 4 . 0 )

12.5
12.5

(G ra d e l e v e l

12.9
12.8

s c o r e ; M ax: 1 6 )
P r o b a b ility
.666
.718

MCC: R e a d in g v o c a b u l a r y s c o r e

(G ra d e l e v e l s c o r e ;

H ig h /L o w
S p /N o n -S p

14.1
12.7

12.5
13.7

C S I: H ig h s c h o o l GPA ( L e t t e r g r a d e s c o r e ;
H ig h /L o w
S p /N o n -S p

2.68

2.92

2.66

2.88

Max: 1 6 )
P r o b a b ility
.017
.176

M ax: 4 . 0 )
P r o b a b ility
.161
.217

EXTERNAL ENVIRONMENT
SSI:

H o u r s /w e e k e m p lo y e d

1.
2

.

3.
H ig h /L o w
S p /N o n -S p

SSI:

0 hours

4.

I-10 h o u r s

5.

II-20

6.

hours
3.00
3 .48

21-30 hours
31-40 hours
G r ea ter th a n 40 h o u rs
4.07
3.69

D a y /E v e n i n g s t u d e n t s t a t u s

H ig h /L o w
S p /N o n -S p

0%
11%

P r o b a b ility
.080
.750

(% e v e n i n g o n l y s t a t u s )
P r o b a b ility
25%
.064
16%
.621
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CSI: Marital status (% single)

Probability
High/Low
Sp/Non-Sp

77%
49%

33%
67%

.060

87%
58%

Probability
.035
.401

.001

SSI: Housing (% own home)
High/Low
Sp/Non-Sp

52%
73%

CSI: Sense of financial security (Scale: 1-7)
High/Low
Sp/Non-Sp

3 .78
3 .68

3.76
3 .92

Probability
.895
.189

CSI: Family emotional support (Scale: 1-7)
High/Low
Sp/Non-Sp

3.83
3 .67

3 .71
3 .92

Probability
.365
.056

SSI: Financial aid (Scale: 1-7)
High/Low
Sp/Non-Sp

4.92
5.10

4 .87
4 .68

Probability
.818
.222

* *

GOAL COMMITMENT
CSI: Study habits
High/Low
Sp/Non-Sp

(Scale: 1-7)

3 .87
3.77

Probability
3 .73
3 .85

.120

**

.400

CSI: Desire to finish college (Scale: 1-7)
High/Low
Sp/Non-Sp

4.32
4.21

4.14
4 .27

Probability
.134
.638

SSI: Full-time/part-time status (% full-time)
High/Low
Sp/Non-Sp

74%
54%

43%
59%

Probability
. 010 .

.809

STUDENT-COLLEGE FIT
CSI: Initial impression (Scale: 1-7)
High/Low
Sp/Non-Sp

4.63
4 .79

CSI: Ease of transition
High/Low
Sp/Non-Sp

3 .63
3 .64

4 .72
4 .51

Probability
.207 **
.214

(Scale: 1-7)
3 .59
3 .56

Probability
.735
.498
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CSI: Openness

(Scale: 1-7)

High/Low
Sp/Non-Sp

4.07
3.99

3 .85
3 .92

Probability
.047
.487

1.23
1.38

Probability
.134 **
.442

SSI: College choice rank
1.
2

.

3.
High/Low
Sp/Non-Sp

1st choice
2nd choice
3rd choice or lower
1.47
1.25

SSI: Campus climate (Scale: 1-7)
High/Low
Sp/Non-Sp

5.11
5.14

5.07
4.99

SSI: Student centeredness

(Scale: 1-7)

High/Low
Sp/Non-Sp

5.10
5.17

5.23
5.26

SSI: Responsiveness to diverse populations
High/Low
Sp/Non-Sp

4.73
4.53

4.44
5.07

Probability
.926 **
.638 **
Probability
.664 **
.733 **
(Scale: 1-7)
Probability
.395 **
.073

ACADEMIC INTENT
CSI: Degree sought
High/Low
Sp/Non-Sp

45%
54%

(% associates only)
43%
38%

Probability
.706
.137

CSI: Plans to study (Hours/week; Max: 21 or more hours)
Probability
High/Low
9.48
11.40
.168
Sp/Non-Sp
11.46
9.00
.080
CSI: Career planning
High/Low
Sp/Non-Sp

3.76
3.34

(Scale: 1-7)
3.34
3.89

Probability
.023
.005
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ACADEMIC INTEGRATION
CSI: Intellectual interests

High/Low
Sp/Non-Sp

(Scale: 1-7)

3 .98
3 .89

CSI: Attitude toward educators
High/Low
Sp/Non-Sp

Probability
.859
.•206

3.96
4.09

3 .79
3 .78

(Scale: 1-7)
Probability
.144
.144

3.77
3.77

CSI: Responsiveness to academic assistance
High/Low
Sp/Non-Sp

3 .28
3 .17

2.86

2.93

CSI: Responsiveness to career counseling
High/Low
Sp/Non-Sp

4.16
3.85

3.65
4.00

(Scale: 1-7)
Probability
.327
.339
(Scale: 1-7)
Probability
.239
.745

SSI: Academic advising (Scale: 1-7)
High/Low
Sp/Non-Sp

4 .82
4.52

SSI: Academic services
High/Low
Sp/Non-Sp

5.33
5.19

(Scale: 1-7)

5.63
5.48

5 .40
5.29

MCC: Current GPA
High/Low
Sp/Non-Sp

2 .50
2.79

(Scale: 1-7)
Probability
.148 **
.871

5.29
5.53

SSI: Registration effectiveness
High/Low
Sp/Non-Sp

Probability
.041 **
.988 **

4 .89
5.19

SSI: Instructional effectiveness
High/Low
Sp/Non-Sp

Probability
.124 **
.510 **

4.42
4 .78

(Scale: 1-7)
Probability
.681 **
.341

5.28
5 .57
(Letter grade scale; Max: 4.0)

Probability
.044
.215

2.90
2.56
SOCIAL INTEGRATION

CSI: Receptiveness to personal counseling
High/Low
Sp/Non-Sp

1.98
1.89

(Scale: 1-7)
Probability

1.68

.202

1.74

.537

* *
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CSI: Receptiveness to social enrichment (Scale: 1-7)
Probability
High/Low
2.70
2.29
.217
Sp/Non-Sp
2.57
2.40
.607
CSI: Sociability
High/Low
Sp/Non-Sp

3 .72
3 .60

CSI: Self-reliance

CSI: Leadership

(Scale: 1-7)
Probability
.362
.808

4.03
4.12
(Scale: 1-7)

3.46
3.42

5.19
5.09

Probability
.710 **
.175

3.52
3.60

SSI: Concern for the individual
High/Low
Sp/Non-Sp

Probability
.251 .462

3.56
3.70

4 .16
4 .09

High/Low
Sp/Non-Sp

High/Low
Sp/Non-Sp

(Scale: 1-7)

(Scale: 1-7)

5.10
5.14

Probability
.782
.373

BACKGROUND CHARACTERISTICS

SSI: Race (% white)
High/Low
Sp/Non-Sp
SSI: Sex
High/Low
Sp/Non-Sp
SSI: Age
High/Low
Sp/Non-Sp

90%
80%

84%
92%

Probability
.381
.334

64%
43%

Probability
.149
.041

68%

Probability
.005
.109

(% female)
49%
67%
(% >25 yrs old)
26%
59%

35%
ACADEMIC SELF-CONFIDENCE

CSI: Academic confidence (Scale: 1-7)
High/Low
Sp/Non-Sp

3 .74
3 .61

3.66
3.83

Probability
.469
.057
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NOTE:

E x p la n a tio n r e g a r d in g m is s in g c a s e s :
to
g a t h e r in fo r m a tio n ,
a c e r ta in
ex p ec ted .

F o r e a c h o f t h e m eth o d s u s e d
n u m b er o f
r e s p o n d e n ts w ere

F o r t h e C S I, 6 1 r e s p o n d e n t s w e r e e x p e c t e d .
F o r t h e S S I , 64
r e sp o n d e n ts w ere e x p e c t e d .
T h e r e a r e so m e q u e s t i o n s w h ic h
w e r e n o t a n s w e r e d b y so m e o f t h e r e s p o n d e n t s a n d t h e r e f o r e
t h e r e a r e som e m i s s i n g c a s e s .
N o n e o f t h e m ea n s c a l e s c o r e s
h a v e m i s s i n g c a s e s , h o w e v e r , s i n c e a r e s p o n d e n t w o u ld h a v e t o
n o t a n sw er a l l q u e s t io n s p e r t a in in g t o a p a r t i c u l a r f a c t o r .
F rom MCC r e c o r d s , 83 r e s p o n d e n t s w e r e e x p e c t e d ( t h i s i n c l u d e s
r e s p o n d e n ts t o b o th t h e C SI a n d t h e S S I) .
N ot a l l o f th e
s u b j e c t s t o o k p l a c e m e n t e x a m s , w h ic h e x p l a i n s t h e m i s s i n g
c a s e s fo r th o se r e s u lt s .
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CSI Instrument Analysis

In

this

appendix,

a

review

of

the

answers

produced

by

the

instructors is given and organized according to the questions on
the interview schedule.

The answers are further separated out

depending whether the answer came from an instructor of a high
success vocational program or a low success vocational program.
Under each question, the mean scale score from both high success
vocational program students and low success vocational program
students is also given.

This will allow acomparison

actually taken from the CSI instruments.

with results

(Note: An asterisk is

placed by those mean scale scores that are actually different from
each other.
true.

Also, a rating of 4.00 is exactly between true and not

Values less than 4.00 are in the not true range and values

greater than 4.00 are in the true range.)

CSI Instrument Analysis
Interview Schedule for Instructors
1.

How would you describe your students' ability to take exams?
(Academic confidence)
High success students :
High success instructors

3.74

Most students do okay, most are not worried.
Some students are exam-phobic, difficult for them to calm
down.
Some students require verbal exams if they are not doing
well with written exams.

Low success students:
Low success instructors

3.66

Students don't prepare as well as they should.
Most students are fairly well focused.
With a few exceptions, students catch on to test-taking
fairly quickly.
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Overall, their ability to take exams appeared sufficient.
Composure-wise, even in instances where they just did not
know the answers, I noticed no signs of panic.

2.

Bow did they regard you in terms of competence and compassion
towards their needs?
(Attitude toward educators)
High success students:
3.79
High success instructors
Most students see me as competent, and I think most know
that I am reaching out to them.
One student commented that I waited too long to tell him
that he was failing, but most feel that I am fair and
effective.
Students feel that I am above average as an instructor.

Low success students:
Low success instructors

3.77

I get high ratings for competence, above average ratings
for fairness and responsiveness.
I think that students find that I am knowledgable and
approachable, two key qualities for an instructor.
Most students felt that I was a good instructor and easy
to talk to.
Competence: most said I knew COBOL, but needed more
teaching experience (I'd agree) ; Compassion: read the
review forms and you'll see that their regard goes from
one extreme to the other.

3.

How focused were they on their careers and the process it
takes to achieve their professional goals?
(Career planning)
High success students:
3.76*
High success instructors
This is a feeder course for other programs, so many of
them are not as focused as you'd expect.
About a third of the students are still searching for a
direction.
Many are here just to enhance their skills and have no
plans for a change in professional goals.

Low success students:
Low success instructors

3.34*

These students have an average focus on their careers;
many do not want much else besides a job.
These students are very focused--most plan to go on to
the RN program.
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Many of the students are tentative about their plans for
the future.
Most students took the course as a requirement; many will
never use COBOL in their careers, so their focus was
getting through it more than getting it.

4.

How would you describe their desire to be in school?
(Desire to finish)
High success students:
4.32
High success instructors
Most students are very motivated and will work hard when
asked to do so.
Students are all over the map, some have got it all
together and are ready to go and others are barely there
mentally.
Students used to be more tuned in--now they don't bother
to get the extra information.

Low success students:
Low success instructors

4.14

Many students are ready for a break; there are a lot of
complaints between Winter and Spring/Summer Semesters.
Students are usually sure that they need to be in school
to better their chances in the outside world.
Some students hear that there may not be the jobs they
want when they graduate and begin to wonder whether or
not they are on the right track.

5.

How much did they involve themselves in college activities and
activities with other students?
(Ease of transition)
High success students:
3.63
High success instructors
Many of my students have full time jobs and don't have
the time to get involved with college activities.
None of my students get involved with clubs or other such
college activities, although they do mingle and sometimes
do things with other students outside of class.
Students tend to pair off or get in groups of three and
share rides to clinicals and do their labs together.
Otherwise, there are not a lot of opportunities for
students to get involved with college activities.
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Low success students:
Low success Instructors

3.59

There is little involvment of students on campus. More
students have some sort of peer involvement, though.
Most students have family responsibilities to attend to,
so they tend to avoid other commitments besddes class.
If I try to plan some sort of activity outside of class
just for the purpose of socializing, I usually get about
half of the class to participate.
Most seemed too weighted down with classes and work to
have much free time for other activities.

6.

What kinds of family problems did they share with you?
(Family emotional support)
High success students:
3.83
High success instructors
Students have approached me with all kinds of family
problems; most are very open about their family
situations.
Students don't share a lot of their major family
problems--most seem to be in control of them.
One student had a nephew that was involved in the
Scotland murders of the elemetary students (the nephew
wasn't killed), so I heard a lot about that.
Students often volunteer information about their family
situations: absentee fathers, mothers with medical
problems, childcare difficulties, etc.

Low success students:
Low success instructors

3.71

Problems with teen children, spouse with substance abuse,
mother who moved in with the student--many problems are
shared!
I often hear about family problems in conjunction with
situations where the student is unable to complete a
particular class assignment: Having to care for a family
member, settling disputes between family members, etc.
I find that
a
student's performance
will
vary
considerably depending how stable life is at home--I
often make amends for poor performance (extra credit
work, grade on a curve, etc.) if the student's home life
is hellish.
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7.

How much did they worry about making ends meet and how did
that affect their school work?
(Sense of financial security)
High success students:
3.78
High success instructors
I'm not aware of any situation where a student's school
work was affected by financial woes.
Students often seem to be so preoccupied with employment
that their study habits suffer badly.
Some students have to live off of a spouse's income;
others have lotsa car problems--these can affect
perf ormance, especially if a student has to go to
clinicals at an odd time or in a different city.

Low success students:
Low success instructors

3.76

One student considered dropping out but received a
scholarship--that helped her stay in. I do not hear big
financial concerns.
Most students have some difficulties with making ends
meet but these difficulties seldom interfere with their
schoolwork.
They are always talking about having to work and it
affects their schoolwork negatively.
Even during
orientation,
some students worry about how class
schedules will conflict with work schedules and they want
to know which classes they can skip or leave early!

8.

How satisfied would you say that they were with this school?
(Initial impression)
High success students:
4.63
High success instructors
For the most part, students are satisfied with MCC. Some
students feel that it takes too long to get through a
program because classes aren't available when they need
them.
Most students are very satisfied with the program and
with the results once they finish.
We have a great
reputation in this community.
Students are quite satisfied with this school, but they
sometimes hear discouraging remarks about the program or
about the profession when they are doing their clinicals.
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Low success students:
Low success instructors

4.72

On a scale of 1-10, I'd say that most students would pick
8-9. I get very few complaints about the school.
Students usually feel like they got what they wanted from
this school.
There are the usual complaints about
inconveniences of various sorts, but students are pretty
satisfied with MCC.
Sometimes I hear about students who are cutting down the
school after they are out and haven't found what they
wanted, but most students are very happy with their
education here.
I believe those working and taking classes on the side
appreciated the opportunity of a college close by and the
education they were getting.

9.

How much did they seem to enjoy reading--either for enjoyment
or for learning?
(Intellectual interests)
High success students:
3.98
High success instructors
On a scale of 1-10, about a 2 or a 3.
Some of these
students don't even look at the textbooks.
These students tend to be visual-kinetic learners and do
not rely much on the printed text.
These students are not usually avid readers--they are
often unprepared to assume extensive reading assignments.

Low success students:
Low success instructors

3.96

My students are only average readers--I rarely see any of
them reading simply for enjoyment.
Students often comment on how the required textbook was
useless to them--it amazes me when I realize that
students are unable to make use of references outside of
their lecture notes.
A few of my students read beyond what is required of
them--it is rare to find a student who is actually wellread and well-versed in a number of topics.
They didn't. One even admitted never opening the book
used for the course. I got the impression, however, that
for many there just wasn't time.
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10. What type* of leadership roles did they readily assume?
(Leadership)
High success students:
3.46
High success instructors
My students usually adopt a buddy system where they help
and look after one another--otherwise, there aren't any
students that assume a particular leadership role.
Now and then a student will take the initiative and show
some leadership--especially in the electronics lab. One
student had a bit of expertise in computers and took it
upon himself to help others in that area.
We usually have at least one or two students in our
program who helps organize the rest of the students,
either to purchase scrubs for clinicals, or get study
groups together, or whatever.

Low success students:
Low success instructors

3.52

Two students did a newsletter; some students emerge as
leaders in clinical to present and solve problems.
It was difficult to ascertain leadership roles in this
class since it was fairly disjointed in nature (evening
class with different types of lab work) .
Essentially, most students are here to learn and to get
on with their life--they don't try to influence the rest
of the class at all.
There were the usual leaders grade-wise and getting the
work done, but more often there were "helpers"--those
that would lend a hand to others, not really leaders.

11.

How would you rate their willingness to try new methods or
listen to new ideas?
(Openness)
High success students:
4.07*
High success instructors
Most of my students are very willing to try new ideas and
learn new material.
My students are very receptive the material that is
taught in the course.
As long as I stick to the course objectives, the students
are very willing to learn new material.
If I try to
include other material, however,
they are not as
receptive.
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Low success students:
Low success instructors

3.85*

Most students are very willing to learn and develop new
skills.
It irks me when a student asks "Is this-going to be on
the test?" because it seems as though they are only open
to what it takes to get them through the program.
If it is pertinent to the job that they eventually want
to get, then they are open to it.
This was a computer programming course--it requires a
precise way of thinking and results must be exact--often
requiring a lot of time and effort.
I didn't feel the
majority were ready or willing for that.

12.

How receptive did they seem to be towards academic assistance?
(Receptivity to academic assistance)
High success students:
3.28
High success instructors
Except for assistance from me, these students were not
likely to seek academic assistance. They do not make use
of the tutors that are available and they rarely use the
library unless it is a direct assignment to do so.
They are aware of the services that are available for
academic assistance, but they rarely use them.
Between the instructor and fellow students, most students
find sufficient help for academic difficulties.
Many
students don't seek help until it is too late, though.

Low success students:
Low success instructors

2.86

The students are pretty self-directed.
They seem to
prefer study groups. No one asked for a tutor.
It is not usual that a student willingly seeks help from
a tutor--often, they have to be convinced that they will
not continue in the program if they don't get some help.
Most of the time, students who have difficulties in class
will simply bide their time until it is too late and they
either fail or have to withdraw. I usually initiate the
process for them to seek help in improving their grades.
Getting help wasn't a problem--the time for help or
giving up the time for help seemed to b e .
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13. How would you rate their ability to act
initiative and trust in their own opinions?
(Self-reliance)

on

their

own

High success students:
4.15
High success instructors
At the 100 level (which this class was at), initiative is
very low--the students tend to prefer cookbook responses
problems. At the 200 level, students tend to have greater
initiative and act on their own judgment.
Less than average inititive for most students; they don't
approach college work with the same seriousness and zest
that they use to years ago.
Students too often trust the opinions of preceptors in
the clinicals,
which presents a problem for the
instructors.
They often have very little intiative
outside of what is required for a particular grade.

Low success students:
Low success instructors

4.03

Our students seem to have a high level of initiative,
especially during clinicals.
It is difficult to assess this quality in my students,
since this was a pretty straight foward class.
Most
students were able to complete their assignments in the
allotted time, which I suppose is an indication of
initiative.
It was hard to motivate students to do more than the bare
minimum; from that perspective, there was not a lot of
initiative in this class.
There was a lack of initiative when it came to reading
the course material and working on their own (or even
seeking help) to truly understand what was covered.

14.

Would you say that they enjoyed being with other people?
(Sociability)
High success students:
3.72
High success instructors
The students enjoyed being with each other, even outside
of class.
At the end of the semester, I had a chili
cook-out for them which they appreciated.
These students were very friendly and got along quite
well.
Since this is a program that trains people to be
caregivers, it tends to attract students who are
naturally comfortable with others. Most of my students
enjoy being with other people.
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Low success students:
Low success Instructors

3.56

My students got along well with each other, as well as
with the adjunct faculty and preceptors in clinicals.
We didn't do anything together outside of-class so it was
difficult to tell whether or not I had a class full of
people-persons.
During computer lab, it was evident that most of the
students enjoyed being and working with one suiother.

15.

Bow would you describe their ability to focus on schoolwork,
take comprehensive notes, and follow through on assignments?
(Study habits)
High success students:
3.87
High success instructors
My students had average follow through, very poor
notetaking skills, and their focus was lacking because of
competition with family, work, etc.
Note-taking skills are below average, as well at the
follow through.
Study habits are becoming poorer with
each successive year.
I try to help my students take notes with a study guide,
but most still struggle with taking good notes.
Many
often use the notes of students who happen to be good
note-takers.

Low success students:
Low success instructors

3.73

If I don't remind students about upcoming deadlines, I am
often faced with several late assignment--most of which
are accompanied by remarks like "I didn't know when you
needed this done b y !" .
Most students in my class had difficulties in all of
these areas. It is frustrating to present this material
and not have the students put in the necessary effort to
assimilate it.
There is always room for improvement in the study habits
of these students!
The majority didn't seem to have the focus and study
habits they needed--especially on things that they'd
rather not be doing. I observed a few "working students"
in lab, but most seemed to be chit-chatting more than
working, extending the time needed to complete the
projects.
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Student Satisfaction Inventory
Staff Interviews
Note:

The score is based upon a 7-point scale where any score
less than 4.00 is an indication that the student is at
least somewhay not satisfied and any score greater than
4.00 is an indication that the student i s ' at least
somewhat satisfied.

Academic Advising/Counseling

(Overall mean scale score: 4.54}

Score

Statement

4.41

My academic advisor is approachable.

4.19

My academic advisor
toward.

4.26

My academic advisor is concerned about my success
as an individual.

4.38

My academic advisor
is
program requirements.

4.28

My academic advisor
is knowledgeable
transfer requirements of other schools.

5.03

Counseling
staff
individuals.

5.18

This school does whatever it can to help me reach
my educational goals.

helps me

set goals

knowledgeable

care

about

towork

about

my

about the

students

as

Interview response:
Karen Gunn, Dean of Student Services
The main problem with this portion of the SSI instrument
is the use of the term "Academic Advisor". At MCC, we do not
have individuals known as academic advisors. Instead, we have
staff personnel called Student Counselors who work with
students to ensure that they make the right choices during
their stay at the college. It is likely that the students who
completed this survey were actually referring to a faculty
member, since instructors and department heads often advise
students on what courses to take, etc.
Another problem is the students don't properly use
counselors.
They tend to change counselors, not keep
appointments, and fail to follow through with recommendations.
Of course, some students simply cannot be pleased. It is not
surprising that this retention factor and Financial Aid were
the lowest rated factors. Traditionally, these are the areas
with which students are most displeased.
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Advisors were rated low in knowledge probably because the
people the students were rating were not actually counselors,
but rather faculty.

Academic Services
Score
5.03
5.19

(Overall mean score scale: 5.18)

Statement
Library resources and services are adequate.
There are a sufficient number of study areas on
campus.

5.23

Library staff are helpful and approachable.

5.29

Computer labs are adequate and accessible.

5.09

The equipment in the lab facilities is kept up
date.

5.33

Tutoring services are readily available.

5.15

Academic support services adequately meet the needs
of students.

to

Interview response
Richard Doctor, Director of Library Services
He was not surprised that academic services are rated
relatively higher than most of the other retention factors
measured by this instrument. The equipment that we have and
the services that we provide are state-of-the-art.
What
surprises him is that the students who filled out this survey
knew enough about the services to rate them in the first
place.
One of the biggest problems in this area is getting the
students to use the services that we are providing. It may be
that the students simply realize that these services are
available and that may have been enough of a reason to rate
the services fairly highly.
He is actually under the
impression that many of the students don't know about the
availability of free tutoring and other supplemental help.
The information is there, but the students aren't reading (or
so it seems).

Admissions and Financial Aid

(Overall mean scale score: 4.83)

Score

Statement

4.61

Adequate financial
students.

aid

is

available

for
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4.31

Financial aid awards are announced to students in
time to be helpful in college planning

5.10

Financial aid counselors are helpful.

4.67

Admissions counselors accurately portray the campus
in their recruiting practices.

5.30

Admissions staff are knowledgeable.

5.00

Admissions
counselors
respond
to
students' unique needs and requests.

propective

Interview response
Mary Jo McCann, Director of Financial Aid
It is not surprising that this area was one of the more
poorly rated in the school. There are several problems that
have to do primarily with a misunderstanding of the system.
Students that have recently come out of high school expect all
of their administrative needs (including financial aid) to be
taken care of by the counselor.
The high school counselor
does take care of most of the student's administrative needs,
but that is not true of college counselors. That is part of
the rub: students are sent to the financial office and they
feel like they are getting the "run around".
Also, students often don't get what they want when it
comes to receiving financial aid. Their expectation is that
they should not experience any financial hardships at all,
which is unrealistic.
Some students realize that they can
qualify for more money and yet we might not have any to give
them--this is especially frustrating for them. Perhaps they
have a friend who received more money with the same
qualifications, and they expect the same for themselves.
The reason for the low rating in timeliness of financial
aid is that this school is often a second choice (even though
it may not be indicated as such on this survey) .
These
students wait around for the first choice school to accept
them and when it doesn't happen, they come here. By the time
they decide to come here, it is mid-July. By the time all the
paperwork is processed and sent in, it is almost September.
Since it takes 4-6 weeks for requests to be fulfilled,
students are having to come up with the money for the tuition
themselves and then being reimbursed when the aid finally
arrives.
She was happy to see that the students felt the financial
aid counselors were helpful. The staff try to make an effort
to explain and listen--to acknowledge needs even though those
needs aren't always being met.
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She felt that the questions about admissions staff and
counselors were misleading since most people (especially
students) don't know who exactly they are.
Everyone that
works in the admissions office are not necessarily admissions
counselors!

Campus Climate (Overall mean scale score: 5.2S)
Score

Statement

4.97

Most students feel a sense of belonging here.

5.50

Faculty care about me as an individual.

5.21

The
college
individuals.

5.12

People on this campus respect and are supportive of
each other.

5 .24

The campus staff are caring and helpful.

5.41

It is an enjoyable experience to be a student on
this campus.

5.56

Students are made to feel welcome on this campus.

4.67

I generally know what's happening on campus.

5.76

This institution has a good reputation within the
community.

5 .16

Administrators are approachable to students.

5.09

New student orientation
adjust to college.

services

help

students

5.33

I seldom get the
"run-around"
information on this campus.

when

seeking

5.03

Channels for expressing
readily available.

shows

concern

for

student

students

complaints

as

are

Interview response
Wayne Reid, Student Counselor
It is probably accurate that students have a little lower
sense of belonging here.
Students have lower expectations
when they arrive here. They often feel as though they are in
13th grade, not college. Their friends are at MSU, etc. They
might
be living at home and still have home
responsibilities. The family may not recognize them as being
college students, but rather post-high school students.
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He hopes that the high rating for caring faculty is true
since it is a very important impression. He is not surprised
by a higher rating for the college showing concern. There is
a sense of closeness here that students know is not the case
at larger colleges and universities.
He question what the statement "People on this campus
respect..." is referring to. What does it mean by "People"-students? staff? faculty? Some students complain that staff
fight over certain issues and thereby delay the progress of
the student. It seems to be fairly rare, though.
He was surprised that students gave a fairly high rating
for college life being an enjoyable experience. He thought it
would be lower since there are not many activities for
students here.
Other schools have dances and clubs and
various activities that aren't found here. Students tend to
cluster with their high school chums--Orchard View here,
Reeths-Puffer there, etc. When there is a student vote on an
issue, only about 30 students actually vote.
He wasn't surprised at the low rating for knowing what's
happening on campus (he thought it should have been lower) .
Communication is a big problem. Is it because the students
simply don't take the time and effort to read or is it the way
the info is communicated? He couldn't say. The monitors are
not very helpful because no one wants to stand in front of the
TV to see all the messages.
The bulletin boards are too
clustered.
Post-high school students expect to have a PA
system that reaches every classroom, which of course is not
the situation here.
He feels that MCC does a good job of telling the students
how the community feels about us and was not surprised by a
good rating for our reputation.
He was, however, very
surprised by the high rating for student orientation.
MCC
does very little to formally orient students. He felt that it
might be because a large portion if the study sample is made
up of nursing and respiratory therapy students, two programs
that take extra pains to make sure the students are oriented.
He was surprised that students don't feel like they get
the "run-around"--it is one of the more frequent complaints he
hears. He felt that the rating for channels for complaints
should have been higher since we have a good system in place.
He feels that the students simply aren't useing it.
For
example, the petitions committee is a very effective way for
students to air their complaints and prevent poor treatment,
but it is rarely used.
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Campus Support Services (Overall mean scale score: 4.58)
Score

Statement

3 .61

Child care facilities are available on campus.

4.33

Personnel
helpful.

4.22

This campus provides effective support services for
displaced homemakers.

4.52

The career services office provides students with
the help they need to get a job.

4.93

The student center is a comfortable
students to spend their leisure time.

5.06

There are adequate services to help me decide upon
a career.

in the Veteran's

Services .program are

place

for

Interview response
Lynn Wood, Support Services
Since child care facilities are not available on campus,
it is not surprising that this statement has received a low
rating.
Because of problems concerning adequate space,
insurance, etc. MCC has not made any moves toward creating
these facilities.
She was surprised that personnel for VA
services received a rather low rating since she is the
personnel that handles it. It is possible that most students
gave it a neutral rating (4.00) since they don't use it and
thereby brought the rating down. (There is a selection on the
survey instrument for those folks that do not use the service
being assessed but students may have thought that a neutral
response was just as valid.)
She felt that support services for displaced homemakers
and career placement, but thought that students simply didn't
take the time to learn about the full extent of these
services.
Also, she felt that many students would not
understand what exactly a displaced homemaker is.

Concern for the Individual
Score

Statement

5.21

The
college
individuals.

5.29

(Overall mean scale score: 5.07)

shows

concern

for

students

as

Faculty are fair and unbiased in their treatment of
individual students.
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Interview response
Karen Gunn, Dean o£ Student Services
There was not much to say about these responses except
that she was glad they were above 5.00 since we exist for
students and should strive to make them our primary
concern.

Instructional Effectiveness

(Overall mean scale score: 5.47)

Score

Statement

5.88

The quality of instruction I receive in most of my
classes is excellent.

4.97

Faculty are understanding of students' unique life
circumstances.

5.15

Faculty take into consideration student differences
as they teach a course.

5.12

Faculty provide timely
progress in a course.

5.29

Faculty are interested in my academic problems.

5.94

Nearly all of
their fields.

5.79

Faculty are usually
during office hours.

5.35

Nearly all classes deal with practical experiences
and applications.

4.80

Students are notified early in the term if they are
doing poorly in a class.

5.47

Program requirements are clear and reasonable.

5.97

There is a good variety of courses provided on this
campus.

5.97

I am able to experience intellectual growth here.

feedback

the faculty

are

available

about

student

knowledgeable
after

class

in
and

Interview response
Richard Doctor, Director of Library Services
He found that the students' concern and satisfaction with
caring faculty was surprising. He was under the impression
that vocational students didn't value a caring attitude as
much as academic students. Although the rating for quality of
instruction is high, the expectations are much higher; the
difference between expectations and satisfaction is large.
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He was disappointed with the rather low rating of
instructors' understanding of unique life circumstances. He
felt that students often complain of such things without
grounds for doing so. However, he felt that the rating for
timely feedback was fairly legitimate and thought that
instructors should work to improve in that area since it is a
problem that is easily remedied and since it contributes to
student persistence.
He felt that the ratings on both competence and
availability were appropriately high and was glad to see them
so, since they are extremely important for academic
integration. He was quite surprised by the lower rating for
practicality since these are vocational instructors that are
being rated. The most distressing information according to
him was the low rating for being notified early when doing
poorly in the class. He felt that instructors need to be more
diligent about communicating grades to the students during the
course as well as after the course is finished.
He was not surprised at the high ratings for variety of
courses and experiencing intellectual growth, both of which he
has found to be true.
Registration Effectiveness (Overall mean scale score: 5.40)
Score

Statement

5.29

The personnel involved in registration are helpful.

5.00

Classes are scheduled at times that are convenient
for me.

5.33

I am able to register for classes I need with few
conflicts.

5 .56

Policies and procedures regarding registration and
course selection are clear and well-publicized.

5.71

Class change (add/drop) policies are reasonable.

4.97

There are convenient ways of paying my school bill.

5.52

The business office is open during hours which are
convenient for most students.

5.28

Billing policies are reasonable.

5.91

Bookstore staff are helpful.
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Interview response
John Bamfield, Assistant Dean of Student Services

Our students don't realize how good they have it here.
We stuck with real people registration (as opposed to touchtone registration) . We have a seasoned staff that works well
with the students--the older clientele like it._ He agreed
that the scheduling times are often a problem with students.
He said that instructors determine class times and that most
of them don't want to work Fridays and certain afternoons. He
thought that the respondants were being nice with that rating.
As far as the rating for conflicts for classes, he
thought that they were either being nice or it was because a
large proportion of the study sample is made up of nursing and
respiratory therapy students, who have large blocks of class
seats set aside for them each semester.
He said that the
policies and procedures for registration are clearly
documented and available for the student--if they were making
use of this information, the rating would have been above
6 .0 0 .

He felt that the rating for convenient ways to pay for
school was deserved and could have been lower. Baker College
(another college in town) does a quick needs analysis and
determines financial aid on the spot. They allow the student
to defer payment and pay later. He thinks MCC should think
about doing something similar. Baker's default rate is about
14%, compared to MCC's 11-12%, so there probably isn't a need
to worry about students who don't pay back the money.
Responsiveness to Diverse Populations
(Overall mean scale score: 5.16)
Score

Statement

5.27

Institution's commitment to part-time students?

5 .09

Institution's commitment to evening students?

5.50

Institution's
learners?

commitment

to

older,

5.13

Institution's
populations?

commitment

to

under-represented

4 .93

Institution's commitment to commuters?

4.96

Institution's
disabilities?

commitment

to

returning

students
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Interview response
Karen Gunn, Dean of Student Services

Overall, she felt that MCC has done a very good job of
responding to the needs of diverse populations.
She found
that the ratings for each of the above statements to be a
little lower than she expected but are still a.ll positive
responses. She did cite some areas that needed improvement.
The city bus stops coming out to the college before the
evening classes end at 2100.
We need a greater presence
during the evening. With one-third of our students going to
school only in the evening, services need to be provided in
the evening as well as during the day. There is a possibility
that some support staff may be asked to work evenings a couple
of days per week.
She thought that the respondants to the survey may not
have understood what under-represented populations are, or
even what commuters are (every student at this school is a
commuter) . She was surprised at the lower rating for the
commuter statement, but thought that many students may have
simply given it a neutral rating.
Safety and Security (Overall mean scale score: 5.18)
Score

Statement

4.90

Security staff are helpful.

4.78

Security staff respond quickly in emergencies.

5.82

Parking lots are well-lighted and secure.

5.59

The campus is safe and secure for all students.

4.68

The amount of student parking space on campus is
adequate.

Interview response
Diana Osborne, Dean of Administrative Services

There have not been very many complaints concerning
safety on this campus. The crime statistics that include our
area are very low--mainly thefts from autos, nothing serious.
We have a booklet called Your Safety and Health which is
distributed to students and tells them what we are doing to
insure safety and who to contact if trouble arises. Our main
job is to increase the awareness of our students about safety
issues and the means for insuring safety.
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Our safety committee recently discovered that there is no
access to a phone on the third floor if all the offices and
classrooms were locked--it was immediately remedied. We have
a program called PAIN (Potential Accidents I've Noticed) which
allows anybody at the school to notify the Safety Committee of
possible security and health problems.
Our parking lots are
very well lit and the City of Muskegon Police tour the area
frequently. We might be going to a card entry system later
this year, which will help us keep track of who is coming and
going.
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NON-RESPONDENT ANALYSIS
Comparison Tables

The following analysis compares data representing the nonrepondents to the survey instruments used in this study with data
representing the respondents.

Respondents include those subjects

that responded either to the CSI survey or the SSI survey or to
both surveys.

A level of significance is given for each of the

characteristic measures which were compared using the chi square
test.

These measures are expressed in the form of proportions.

confidence

interval

is given

for each of

A

the characteristic

measures expressed as means.
Table L-l
Subjects representing high success vocational programs
Characteristic

Respondents

Non-respondents

Significance

Number of students
%Students > 25 yrs old
%Female students
%White students
%Evening only students
%Full-time students

39
26%
49%
90%
0%
74%

7
29%
57%
86%
0%
86%

.796
.511
.751
.999
.1 1 1

Characteristic

Respondents

Non-respondents

Confidence Interval

Writing score
RCS*
RVS**
Current GPA

2.63
12.49
12.48
2.50

3 .00
13.14
11.57
2.27

2.54
10.9
9.67
1.80

-

3.46
15.41
13.47
2.74

Reading comprehension score
Reading vocabulary score
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Table h - 2
Subjects rsprsssntlng low success vocetionel programs
Characteristic

Respondents

Non-respondents

Number of students
%Students > 25 yrs old
VFemale students
VWhite students
VEvening only students
VFull-time students

44
68%
64%
84%
25%
43%

13
62%
54%
77%
38%
46%

Characteristic

Respondents

Non-respondents

Writing score
RCS*
RVS**
Current GPA

3.24
12.86
14.17
2.90

2.82
12.09
13.55
2.87

*
**

Significance

.173
• .066
.380
.057
.810

Confidence Interval

1.92-3.72
10.17 - 14.01
11.88 - 15.22
2.62-3.12

Reading comprehension score
Reading vocabulary score

Table L-3
Subjects representing special population students in vocational programs
Characteristic

Respondents

Non-respondents

Number of students
%Students > 25 yrs old
%Female students
%White students
%Evening only students
%Full-time students

46
59%
67%
80%
11%
54%

8
50%
75%
87%
13%
62%

Characteristic

Respondents

Non-respondents

Writing score
RCS*
RVS**
Current GPA

3.07
12.50
13.71
2.78

2.86
11.43
12.29
2.68

*
**

Sign;

-.442
.523
.650
.919
.338
Confidence Interval

1.63-4.09
9.25
- 13.61
10.11 - 14.47
2.39-2.97

Reading comprehension score
Reading vocabulary score
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Table L-4
Subject* representing non-special population students in vocational programs
Characteristic

Respondents

Mon-respondents

Number of students
VStudents > 25 yrs old
VFemale students
%White students
1rEvening only students
VFull-time students

37
35V
43V
92V
16V
59V

12
58V
42V
75V
17V
58V

Significance

.007
* .599
.000
.842
.634

Characteristic

Respondents

Mon-respondents

Confidence Interval

Writing score
RCS*
RVS**
Current GPA

2.87
12.85
12.70
2.56

3.17
12.83
12.33
2.38

2.11-4.23
10.32 - 15.34
11.02 - 13.64
1.91-2.85

*
**

Reading comprehension score
Reading vocabulary score
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Kaiamazoc. Mcnaar 49008-385?

Human SuOiects institutional Review Boaro

616 387-8293

W

Date:

October 10. 1995

To:

Jail Fields

estern

M

ic h i g a n

U n i v e r s it y

From: Richard Wright, Chain
Re:

HSIRB Project Number 95-08-15

This letter will serve as confirmation that your research project entitled "The relationship between
course outcomes at a Michigan community college and the factors of retention as determined by
Webb's Model of Student Persistence" has been approved, as revised, under the exempt
category of review by the Human Subjects Institutional Review Board. The conditions and
duration of this approval are specified in the Policies of Western Michigan University. You may
now begin to implement the research as described in the application.
Please note that you must seek specific approval for any changes in this design. You must also
seek reapproval if the project extends beyond the termination date. In addition if there are any
unanticipated adverse reactions or unanticipated events associated with the conduct of this research,
you should immediately suspend the project and contact the Chair of the HSIRB for consultation.
The Board wishes you success in the pursuit of your research goals.
Approval Termination:
xc:

October 10. 1996

James Sanders. EVAL. CTR.
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KMrazoo. Mcnqw <9006-5178
616387*5695

W e s t e r n M ic h ig a n U n iv e r s it y

Department of Educational Leadership
Principal Investigator: James Sanders, Ph.D.
Research Associate: Jan Fields, RRT M.M.
consent Form
I understand that I have been invited to participate in a study which is
being conducted at Muskegon Community College.
The purpose of the study is
to determine which retention factors are influential in a student's decision
to complete or withdraw from a particular course.
A secondary purpose is to
partially meet the degree requirements expected of the research associate
named above.
I understand that I will be asked to complete two survey instruments. One
instrument will be completed near the beginning of the semester and the other
near the end of the semester. All data collected will be kept confidential.
There are no foreseen risks or hazards associated with this study;
nonetheless, protection of participants in this study will be of utmost
priority.
I understand that I may withdraw from this study at any time without being
penalized. I may contact the researcher, the Human Subjects Institutional
Review Board (HSIRB), or the Vice-President of Research if questions or
problems arise during the study (telephone numbers given below).
My signature below gives my permission to publish the data collected as a
result of my participation in this study.

Signature

Date

Telephone Numbers:
Jan Fields:
(616) 777-0389
HSIRB:
(616) 387-8293
VP - Research: (616) 387-8298
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